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Education, Ithaca College 
ABSTRACT 
Teaching music, like other human service professions, can be stressful. 
For some teachers, excessive stress in the work environment can lead to 
burnout, a syndrome of Emotional Exhaustion (EE), Depersonalization (Dp), and 
reduced Personal Accomplishment (PA; Maslach, Jackson, & Leiter, 1996). Well-
established negative consequences have been associated with burnout including 
serious health disorders, workplace withdrawal, and destabilized learning 
environments. Thus, I undertook this investigation in an effort to add to the 
literature a more comprehensive understanding of public high school music 
teachers' burnout by way of developing a multidimensional profile of music 
teachers' burnout and by comparing music teachers' burnout with burnout of 
other subject area teachers. 
A non-random sample of music (n =52), English (n = 67), mathematics (n 
= 67), science (n = 67), and social studies (n = 38) teachers completed a web-
based version of the Maslach Burnout Inventory-Educators Survey (MBI-ES). 
Music teachers' mean EE was categorized as high and was higher than 
established norms. Music teachers' mean Dp was categorized as moderate, 
vii 
similar to established norms. Mean PA for music teachers was lower than that 
reported for the normative sample, indicating a higher than normal sense of 
personal accomplishment among music teachers who participated in the study. 
In general, findings in regards to demographic variables were consistent 
with findings for music teachers overall. However, mean EE was higher for non-
itinerant music teachers (n = 28) than for itinerant music teachers (n = 24), and 
higher among males (n = 35) than among females (n = 17). When considered 
collectively, no difference in categorical burnout was noted between non-music 
teachers (n = 239) and music teachers. Considered discretely, categorized 
means evidenced greater emotional exhaustion for the music teacher group than 
for the math and social studies teacher groups. 
The psychometric properties of the MBI are discussed and further factor 
validity studies are recommended. In addition, I recommend that researchers 
focus on teacher stress rather than burnout at the local level. Finally, I 
recommend that researchers work toward developing practical instruments that 
can be can used for the assessment of teacher stress and coping resources at 
the school or district level. 
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Chapter 1: Introduction 
Many music educators find that their work provides a sense of personal 
accomplishment. Despite this, music education is a profession in which 
practitioners may be subject to occupational stress. Excessive stress in the 
teaching environment can contribute to burnout, a syndrome of emotional 
exhaustion, depersonalization, and a reduced sense of personal accomplishment 
(Maslach, Jackson, & Leiter, 1996). In thi$ introductory chapter, I establish an 
argument for the study of music teacher burnout by describing occupational 
stress and examining stressful conditions of teaching. I provide evidence that 
music teachers are susceptible to burnout and argue that marginalization of the 
subject in the public school curriculum may underlie music teachers' occupational 
stress. I then describe the association of stress with burnout and examine 
research on burnout in teaching, and music teaching in particular. In the second 
half of the chapter, I describe the consequences of burnout including the high 
personal and professional costs to teachers, students, and school districts. 
then describe extraordinarily stressful conditions in South Carolina public 
schools. The chapter concludes with a description of the study's purpose and 
research questions as well as an orientation to the entire dissertation. 
Occupational Stress 
Occupational stress, or "overload of stressors originating wholly (or 
largely) from the occupational environment" (Byrne & Espnes, 2008, p. 231 ), has 
been described as a complex, bio-psycho-social situation. Also referred to in the 
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literature as job or work stress, occupational stress has been described in 
relation to the characteristics of the workplace, the personal characteristics of the 
workers, as well as "other arenas of life stressors" (Byrne & Espnes, p. 231 ). 
Stress is frequently viewed as a product of the relationship between individuals 
and their environment, and individual stress responses can vary widely "in 
quality, intensity, and duration ... in environments that are objectively equal for 
different individuals" (Krohne, 2001, section 1.2). 
A transactional model of stress. From the mid-1960s through the mid 
1980s, Lazarus and colleagues developed a transactional model of stress 
(Coyne & Lazarus, 1980; Lazarus, 1966, 1981; Lazarus, Averill, & Opton, 1974; 
Lazarus, Coyne, & Folkman, 1982; Lazarus & Folkman, 1984a, 1984b; Lazarus, 
Kanner, & Folkman, 1980; Lazarus & Launier, 1978). Folkman and Lazarus 
( 1985) claimed that emotions were "products of how people construe (appraise) 
their ongoing transaction with the environment" (p. 152), and that perceived 
changes in transactions could elicit emotion. Consequently, Lazarus and 
colleagues theorized that the mainspring of stress was change. Psychological 
stress ensued when a person appraised any transaction as significant to his or 
her well-being, and it taxed "available coping resources" (Lazarus & Folkman, 
1984b, p. 63). 
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Folkman and Lazarus (1985) conceived that a primary cognitive appraisal 
occurred prior to an emotional response. A person assessed whether a 
circumstance was irrelevant, benign-positive, or stressful. The researchers 
characterized such an appraisal: 
An irrelevant encounter has no significance for one's well-being, and the 
person has no stake in its outcome; in a benign-positive encounter only a 
good outcome is signaled; stressful appraisals are characterized by threat, 
challenge, or harm-loss. Threat refers to the potential for harm or loss; 
challenge refers to the potential for growth, mastery, or gain; and harm 
loss refers to injury already done, as in harm to a friendship, health, or 
self-esteem. (p. 152) 
A secondary cognitive appraisal was thought to occur concurrently, during which 
the individual assessed coping resources and options. Resources and options 
varied by individual; consequently, the secondary appraisal was connected to the 
individualization of an emotional response. In other words, "an event that at first 
might seem nonthreatening" could become ''threatening if coping resources turn 
out to be inadequate for countering environmental demands or ... personal 
constraints" (p. 152). If an individual assessed a situation as threatening, then 
fear, anger, or sadness could ensue; however, if an individual appraised a 
situation as a challenge, feelings of eagerness or excitement might be evoked. 
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Folkman and Lazarus (1985) explained that individuals have used coping 
mechanisms to help manage or repair a troubling relationship with their 
environment. The researchers differentiated between emotion-focused coping, 
which involves regulation of distressing emotion, and problem-focused coping, 
which involves action to ameliorate or resolve the problem causing the stress. 
Though stressed individuals utilized both types of coping, emotion-focused 
coping was observed more frequently in situations appraised as unchangeable. 
Aldwin, Folkman, Schaefer, Coyne, and Lazarus (1980) identified several specific 
emotion-focused coping mechanisms, including minimizing threat, seeking 
emotional support, wishful thinking, and self-blame. 
Occupational Stress in Teaching 
Numerous researchers have investigated occupational stress among 
teachers. In 1984, Hiebert and Farber presented an extensive review of 
research on occupational stressors in teaching. Although they determined that 
little empirical evidence existed to support the assertion that teaching was a 
stressful occupation, Hiebert and Farber's review heightened awareness of 
potential stressors in the teaching environment and summarized studies that 
uti lized self-report questionnaires. They listed potential sources of stress as: 
• teacher-student conflict and discipline-related problems; 
• staff interpersonal interactions; 
• working conditions including such conditions as inadequate resources, 
poor physical plant, and overcrowded classrooms; 
• time pressures, including too much to do and lack of preparation time; 
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• role ambiguity and perceived role conflict; and 
• inadequate teacher preparation, including lack of skills and poor 
problem-solving and decision-making strategies (pp. 16-17). 
Fimian (1988) deVeloped a self-report measure for teachers to assess 
sources and manifestations of stress. In addition, a series of demographic 
questions were included. The Teacher Stress Inventory (TSI) comprised 49 
items, with time management, work-related factors, professional distress, 
discipline, and professional investment factors included in items related to 
sources of teacher stress. Fatigue, cardiovascular problems, gastronomic 
problems, and behavioral problems were included in items related to 
manifestations of teacher stress. 
Blase (1986) designed an instrument also called the Teacher Stress 
Inventory through inductive analysis of teachers' perceptions of "factors related to 
work stress" (p. 14). After testing early versions of a questionnaire, Blase sent a 
questionnaire to "392 elementary, middle, and high school teachers enrolled in 
major universities" in the U.S. (p. 16). Teachers were asked to "provide detailed 
descriptions of ... three important sources of stress." A total of 10 major stress 
categories emerged from an inductive analysis, each with subcategories of 
precipitating stressors. Eight of those categories and corresponding stressors 
can be found in Figure 1; the other two categories were Negative Public Attitude 
and Miscellaneous. Precipitating stressors related to categories of 
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Organizational, Student Behavior, Administrative, and Teacher "were most 
frequently related to teacher stress and together constituted 83.1% of the 
responses" (p. 33). 
Stress Category 
Organizational 
Student 
Administrative 
Teacher 
Parents 
Occupational 
Personal 
Academic Program 
Precipitating Stressors 
Time, paperwork, lack of materials, extra duties, physical 
plant, meetings, class size, poor scheduling, interruptions, 
travel, conflicting demands, athletics 
Student discipline, student apathy, low student achievement, 
student absences 
Unclear expectations, lack of knowledge or expertise, lack of 
support, inconsistency, unreasonable expectations, poor 
evaluation procedures, indecisiveness, lack of opportunities 
for input, failure to provide resources, lack of follow-through, 
harassment, favoritism, miscellaneous 
Conflict or lack of cooperation, incompetence or 
irresponsibility, negative attitude, lack of communication 
Interference, nonsupport or apathy, lack of communications 
and understanding 
Lack of professional growth, low salary, lack of 
advancement, job insecurity 
Professional, conflict with personal values, miscellaneous 
Repetition, unrealistic goals, low standards, responsibility to 
grade students 
Figure 1. Blase (1986) Analysis of Stress Categories and Precipitating Stressors 
In 2001, Kyriacou also reviewed research on teacher stress and 
summarized the main sources of teacher stress as: 
• teaching pupils who lack motivation; 
• maintaining discipline; 
6 
• time pressures and workload; 
• coping with change; 
• being evaluated by others; 
• dealings with colleagues; 
• self-esteem and status; 
• administration and management; 
• role conflict and ambiguity; 
• poor working conditions (p. 29) . 
The researcher cautioned, "It is important to bear in mind, however, that the main 
sources of stress experienced by a particular teacher will be unique to him or 
her'' (p . 29). The stress response has been shown to vary, so one must "take 
care not to overlook the specific concerns of individuals" (p. 30). Among 
Kyriacou's recommendations for future research was study of the prevalence and 
sources of teacher stress. This included investigation of changes in schools 
resulting in high levels of stress and an "ongoing critique of how various 
educational reforms impact teachers' experience of stress" (p. 32). 
In response to calls by researchers-including Kyriacou (2001 )-for 
measures that consider teachers' specific occupational circumstances, Lambert, 
McCarthy, and Abbott-Shim (2001) developed the Classroom Appraisal of 
Resources and Demands (CARD), an instrument based theoretically on the 
transactional model of stress. Noting that much contemporary teacher research 
had treated stress as a single construct-and not as a function of resources and 
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demands-the CARD was designed to examine "the demands of the classroom 
environment as well as the material resources available to teachers to meet 
those demands" (Lambert, McCarthy, O'Donnell, & Wang, 2009, p. 2). The 
Demands (D) subscale of the CARD was designed to investigate: 
• Children with Problem Behaviors 
• Other Student Related Demands 
• Administrative Demands 
• Lack of Instructional Resources 
The Resources (R) subscale of the CARD was designed to investigate: 
• Instructional Resources 
• Additional Adults in the Classroom 
• Support Personnel 
• Specialized Resources 
Teacher respondents were classified as R > D, R = D, or D > R, with the 
lattermost state representing the stress condition. In 2009, Lambert, McCarthy, 
O'Donnell, and Wang showed that teachers in the stress condition as measured 
by the CARD were significantly (p < .005) more likely to have high Emotional 
Exhaustion (EE), Depersonalization (Dp) and reduced Personal Accomplishment 
(PA) scores as measured by the Maslach Burnout Inventory-Educators Survey 
(MBI-ES), the survey instrument used in the present study. 
Researchers have since drawn attention to the pressures of contemporary 
education reforms, including proficiency benchmarks, high stakes testing, 
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- - - - - - - --
examination of adequate yearly progress, and value-added modeling practices. 
Webb (2006) conducted a qualitative case study in a low-performing, high-
poverty school district in Washington State. Fifty-one percent of students in the 
district were eligible for free and reduced price lunch. Teachers reported that 
students experienced emotional and physical abuse, family drug and alcohol 
abuse, and divorce. At the same time, teachers were expected to improve state 
standardized test scores as well as scores on the Iowa Test of Basic Skills 
(ITBS) . In addition, the district stipulated performance benchmarks, annual 
reading and writing proficiency assessments, and mandated the use of 
standardized curricula. Webb indicated that teachers were "challenged ... to fulfill 
expected instructional outcomes," and stress was evident when teachers 
"wrestled with expected policy outcomes in relation to students' needs" (p. 9). 
Webb concluded that teachers were brokering, adapting, or resisting instructional 
policies to "better align student experiences with curricular expectations" (p. 9), 
but by doing so, they brought on additional stress of wrestling "with the accuracy 
and legitimacy of their professional diagnoses" (p. 9). 
Webb's case study was interesting because it emphasized a brokering 
role that teachers have played in contemporary schooling; however, caution has 
been warranted in attributing this condition only to teachers in high poverty 
schools. O'Donnell, Lambert, and McCarthy (2008) found no statistically 
significant associations between school Title I status-a federal designation 
indicating qualification for resources to increase student achievement in schools 
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with high concentrations of children living in poverty-and teacher stress as 
measured by the Classroom Appraisal of Resources and Demands (CARD; 
Lambert, McCarthy, & Abbott-Shim, 2001 ). The researchers concluded that 
"individual teacher appraisals of their resources and demands seem to play a 
larger role in the stress response than do the environmental demands and 
resources that differ between schools" (p. 157). 
Lambert, McCarthy, O'Donnell, and Wang (2009) submitted that while 
certain stressors-including student misbehavior, large class sizes, excessive 
administrative responsibilities, high workload, time constraints, and pressures 
related to evaluation and accountability-have appeared consistently over the 
past 40 years in the literature, teaching conditions might have become more 
challenging. They attributed this change, in part, to a "cultural shift [that] has 
taken place over the last generation whereby American parents have moved 
away from support for and recognition of the authority of educators to a posture 
of advocacy for their children" (p. 2). In addition, McCarthy and Lambert (2006) 
suggested that children were more likely to be unprepared for school, arrive with 
fewer hours of sleep, have less structure at home, and partake in electronic 
entertainments than were children of previous generations. 
Occupational stress in music teaching. Researchers have used 
findings from the literature on teacher stress to highlight stressors related to 
music teaching. For example, Heston, Dedrick, Raschke, and Whitehead (1996), 
and Gordon (2002), focused on student apathy, student misbehavior, and 
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discipline issues as major sources of stress for music teachers; however, 
Gordon's case study participants indicated that the very large size of music 
ensembles (e.g. 275 band members) and disparity of skill and prior experience 
within those large classes made such stress greater or more intense (pp. 161-
162). Scheib (2002, 2003) focused on role ambiguity, role conflict, role overload, 
underutilization of skills, and lack of resources in his research. Scheib found that 
study participants did not experience role ambiguity as a stressor, but they 
experienced significant stress from role conflict. The researcher identified one 
role conflict that might be unique to music teachers: music teachers are often 
also expected to take on the role of music program administrator, handling such 
activities as fund raising, printing programs, selling tickets for concerts, and 
preparing the marching band practice field. The role of educator and the role of 
administrator conflicted, but more often led to role overload for Scheib's study 
participants (2003). Another surprising finding, according to Scheib, was that, 
rather than discussing lack of resources in terms of facilities or equipment, 
participants discussed lack of talented and committed students in their music 
programs as their most inadequate resource. Krueger (2000) investigated 
connections between job satisfaction and attrition among music teachers in 
Washington State and found that administrative support, sufficient resources, 
and a support network were necessary for job satisfaction. Study participants 
named several sources of job dissatisfaction that might have been unique to 
music teachers; those included itinerancy, oversized classes, and high numbers 
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of special needs students without paraprofessional support. Krueger highlighted 
isolation as potentially detrimental, especially for beginning music teachers. 
In 2010, Gardner reported that, "teacher opinions and perceptions of the 
workplace had significant negative effects on job and career satisfaction" (p. 
116). Teachers who felt supported by administrators and the larger school 
community, and who felt in control of instructional practices, were less likely to 
leave their positions or the profession. Like Krueger, Gardner (201 0) reported 
that music teachers were less likely than non-music teachers to receive support 
when working with special learners and more likely than non-music teachers to 
hold itinerant positions. 
Marginalization of Music Teaching 
Considering the research on music teachers, some consistency has 
appeared across studies that oversized classes, student discipline problems and 
apathy, lack of resources for special needs students, and lack of administrative 
and community support could lead to music teachers' occupational stress and job 
dissatisfaction. Given these conditions, it seems reasonable to suggest that 
underlying all these working conditions is teachers' sense that music has been 
marginalized in the school curriculum. More specifically, marginalization of music 
as an academic subject might contribute to collegial, community, and 
administrator-related stressors. Benedict (2007), for example, claimed that 
"music education has been considered a less than serious or legitimate course of 
study" (p. 24) and that "music educators have traditionally interpreted this margin 
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to be the focal point for anger, resentment, retrenchment, and self-deprecation" 
(p. 28). Koza (2006) similarly argued, "music educators have never felt confident 
that music's place in the U.S. public school curriculum is secure" (p. 23). 
According to Detels (1999), increasing levels of specialization since the 
industrial revolution resulted in "hard" boundaries between academic disciplines. 
College curriculum "changed radically from one in which all students had a 
humanities-based liberal arts curriculum, to a specialized experience in which 
students picked a major and did a large part of their course work in that 
discipline" (p. 19). Concerning teachers, Detels implied that few have engaged 
seriously with the arts during their preservice preparation. Detels argued that, as 
a result , arts continued "to be marginalized in the curriculum" (p. 22) so students 
heard a message that arts were "decorative enhancements to the real business 
of life" (p. 22). 
Koza (2003) suggested that marginalization of music has been 
perpetuated by masculinist discourses that cast teaching and the arts as more 
feminine or "soft" pursuits (p. 11 ). Scheib (2002), following this line of reasoning, 
named this masculinist discourse social efficiency. He suggested that principles 
of social efficiency applied to education emphasized "the necessary skills to enter 
the workforce or prepare them [students] for post-secondary education" (p. 73) . 
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Under such a model, Scheib claimed, "music education will continue to be 
viewed as less important than other more quantifiable subjects (e.g. , the 'core' 
subjects)" (p. 74) . 
In 2005, Hursh similarly argued that neo-liberal discourse of "employability 
and economic productivity" had taken precedence over developing a "well-
rounded liberally educated person" (p. 5). He suggested that by positioning 
schooling as a market, governments supposed that "a system of standards, 
testing, and choice" would "increase educational efficiency and improve 
education for all" (p. 6). According to Horsley (2009), a neo-liberal position 
adopted by central governments has ensured "that each student learns the 
knowledge that the government deems necessary for competition in the global 
marketplace" (pp. 6-7). Thus, even where arts instruction is mandated, policies 
have still emphasized academic subject areas that present the most obvious 
connections to prioritized goals. The value of music has been pinned to its 
potential extramusical benefits or its support for literacy and numeracy. 
Resource allocation favoring core subjects has sometimes served "as a tacit 
statement of the value of some curricular areas over others" (p. 1 0). In essence, 
although music could be a mandatory course of study, other subject areas have 
been depicted as "more mandatory" (p. 11 ). 
In sum, a view of increasing academic specialization and hard discipline 
boundaries has carried with it an implication that few adults, including teachers 
and school administrators, have had significant engagement with the arts, and 
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music more specifically. To the extent that social efficiency ideals have 
predominated in schools, music, which historically has been viewed as more 
"feminine" and less quantifiable than other academic subjects, may be further 
marginalized. Finally, in neoliberal discourse, music has been included in the 
school curriculum to the extent that it provides support for core academic 
subjects, and music programs consequently have received lesser allocation of 
resources than core subject areas. 
Investigating the problematic nature of a career in a marginalized subject, 
Sparkes, Templin and Schempp (1990) conducted interviews with physical 
education teachers and found that they perceived limited career prospects, 
limited access to school resources, a lack of collegial respect, low priority with 
respect to scheduling, and limited administrator support. The authors speculated 
that subjects historically associated with "low-status practical knowledge" (p. 11) 
such as physical education and the arts, might be accorded a low status in 
schools. Thus, despite the occasional celebration of athletic or artistic 
accomplishments when "the public image of the school is on display" (p. 13), 
such subjects can largely remain marginalized and stigmatized. Sparkes and 
colleagues argued that "how others think and feel about a subject has important 
implications for those who teach it" (p. 13). Accordingly, the researchers 
theorized that the development of a low-status image might be associated with 
low morale, reduced commitment, and compromised instruction. 
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Teacher Burnout and Teacher Stress 
Burnout and stress are linked, but are different phenomena. Explaining 
the differences between stress and burnout, Schwarzer and Greenglass (1999) 
wrote, "first, objective antecedents of stress" [must be] ... "combined with a lack of 
coping resources" (p. 240). Second, demands must exceed resources. Finally, 
"subsequent coping with stress must be maladaptive in the long run" (p. 240), 
leading to burnout. Because individuals respond to any particular stressor with 
broadly different coping resources, it has been impossible for researchers to 
connect a specific antecedent of stress directly to burnout. Nevertheless, as can 
be determined from Schwarzer and Greenglass's explanation, descriptions of 
burnout have often involved descriptions of occupational stress. 
Maslach, Jackson, and Leiter (1996) characterized burnout as "a 
syndrome of emotional exhaustion, depersonalization, and reduced personal 
accomplishment that can · occur among individuals who work with people in some 
capacity" (p. 4). Maslach and colleagues developed the Maslach Burnout 
Inventory (MBI) between 1981 and 1996 to assess three aspects of the 
syndrome: Emotional Exhaustion (EE), defined as feelings of being emotional 
overextended and exhausted by ones' work; Depersonalization (Dp) defined as 
unfeeling and impersonal responses toward the recipients of one's service or 
instruction: and Personal Accomplishment (PA), defined as feelings of 
competence and successful achievement in one's work with people (Maslach, 
Jackson, & Leiter, 1996). 
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Initially, the MBI was designed to assess both the intensity and the 
frequency of respondents' burnout. However, "fairly high correlations" in 
computed subscale scores between the intensity and frequency dimensions led 
the test authors to retain only the frequency dimension of the MBI (Maslach, 
Jackson, & Leiter, 1996, p. 1 0). Originally, the MBI was designed for use with 
workers in the human service sector (MBI-HSS); however, the inventory was 
adapted for use with educators and became the Maslach Burnout Inventory-
Educators Survey (MBI-ES). 
Studying the construct validity of the MBI with teachers, Byrne (1994) also 
measured latent constructs of "role conflict, role ambiguity, work overload, 
decision making, and peer/supervisor support" using the Teacher Stress Scale 
(TSS; Pettegrew & Wolf, 1982). The Classroom Environmental Scale (CES; 
Bacharach et al., 1986) was used to measure classroom climate, the Internal-
External Locus of Control Scale (LCS; Rotter, 1966) was used to measure 
teachers' locus of control, and the Self-Esteem Scale (SES; Rosenberg, 1965) 
was used to measure teachers' self-esteem. Byrne used path analysis to test 
relationships between teacher stress, classroom environment, locus of control, 
self-esteem, and the three dimensions of the MBI. 
Byrne found eight causal paths to be statistically significant across 
elementary, intermediate, and secondary teacher respondents: 1) the path from 
classroom climate to emotional exhaustion; 2) the path from decision making to 
self-esteem; 3) the path from decision making to external locus of control; 4) the 
17 
path from self-esteem to personal accomplishment; 5) the path from self-esteem 
to depersonalization; 6) the path from emotional exhaustion to depersonalization; 
7) the path from classroom climate to depersonalization; and 8) the path from self 
esteem to external locus of control. The researcher concluded that the 
"organizational variables of role conflict, work overload, classroom climate, and 
decision making and the personality variable of self-esteem" were "critical 
determinants of particular aspects of burnout" (p. 668). Therefore, modeling 
emotional exhaustion, depersonalization, and personal accomplishment as 
separate constructs was essential. 
Two outcomes of this study warranted further attention, however, and 
provided further nuance for an understanding of the relationships between stress 
and burnout in teaching. Byrne explained that emotional exhaustion appeared to 
be the critical component of burnout, due to its significant impact on 
depersonalization. This relationship of emotional exhaustion to depersonalization 
called into question the underlying three-factor structure of burnout. Further, the 
researcher acknowledged that teachers' coping resources were not accounted 
for in this model; consequently, it appeared that particular factors necessarily led 
to burnout, when such was not the case. 
Burnout in music teaching. Byrne's validation study indicated that 
factors such as role conflict, work overload, and classroom climate might have 
important impact on teachers' burnout. Music education researchers also have 
been interested in investigating factors related to music teachers' burnout. 
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Nimmo (1986), for example, investigated the demographic patterns of high 
school band directors who had left the profession and whether burnout was a 
factor in their attrition. Analyzing the research literature, the researcher designed 
a 40-item questionnaire to identify primary factors in high school band director 
attrition. Those eight primary factors were: 
• unappreciative administration; 
• too many school-related evening commitments; 
• too many athletic commitments for the pep band; 
• a feeling of not being able to spend enough time with my family; 
• a feeling that 'nobody cares'; 
• a desire to do something different; 
• a general feeling of being 'burned out'; and 
• potential salary too low (p. 90). 
The researcher used a chi-square analysis to compare each of the eight factors 
to mean scores for each of the three subscales of the MBI (Emotional 
Exhaustion, Depersonalization, and Professional Accomplishment). Nimmo 
found significant interactions of each of the primary factors except "a desire to do 
something different" with Emotional Exhaustion (p < .05). In a related study, 
Huckeby (1989) reported that secondary instrumental teachers who were inclined 
to mobility perceived significantly (p < .05) higher levels of Emotional Exhaustion 
and Depersonalization than teachers who reported no mobility inclination (p. 87). 
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Using a 1981 version of the MBI, Hamann (1989) examined differences in 
burnout between non-music teachers, music teachers (elementary, secondary 
and combined), and university-level music instructors (N = 338). Because the 
researcher employed an early version of the MBI, each of the standard subscales 
(EE, Dp, PA) was treated as two variables, frequency and intensity. The 
researcher also developed and distributed a demographic questionnaire. 
Hamann found that mean EE frequency for the elementary music teachers group 
was significantly lower (p < .05) than mean EE for all other participant groups. 
Mean Dp frequency for the elementary music teachers group was significantly 
lower (p < .05) than mean Dp frequency of the secondary music teachers group, 
and mean Dp frequency of the university music teachers group was significantly 
lower (p < .05) than the secondary music teachers group and the non-music 
teachers group. In subsequent regression analyses, Hamann found that six 
demographic variables predicted EE frequency (p s .01 ): 
• too much work and not enough salary, 
• too much work and not enough time to do it, 
• lack of cooperation among teachers outside my subject area in the 
building, 
• unclear goals from administration, 
• lack of goals in my planning, and 
• I am content with my job. 
The five demographic variables that predicted that EE intensity (p s .02) were: 
• too much work and not enough salary, 
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• lack of cooperation among teachers outside my subject area in the 
building, 
• unclear goals from principal(s), 
• lack of goals in my planning, and 
• I am content with my job. 
The fou r demographic variables that predicted Dp frequency (p::::; .002) were: 
• lack of recognition from students, 
• unclear goals from administration, 
• lack of goals in my career, and 
• I would like a change in my teaching/administrative duties. 
Finally, the five variables that predicted Dp intensity (p::::; .04) were: 
• lack of recognition from students, 
• lack of cooperation among teachers outside my subject area in the 
building, 
• unclear goals from administration, 
• I would like a change in professional careers, and 
• I am content with my job (p. 53). 
Though the study was fairly small in scope, Hamann concluded that 
burnout was likely a "global problem ... that can affect all teachers, regardless of 
subject or grade level" (p. 55) . 
Following Sparkes, Templin, and Schempp (1990), Hodge, Jupp, and 
Taylor (1994) hypothesized that music teachers might experience greater levels 
of stress and burnout than teachers of other subjects, and that marginalization of 
21 
music might play a role in such a disparity. The researchers tested this 
hypothesis by comparing stress and burnout between music teachers (n = 55) 
and mathematics teachers (n =52). Analyzing preliminary data, Hodge, Jupp 
and Taylor found that study participants thought that school administrators, 
colleagues, parents, students, and community members judged mathematics to 
be "more important" than music (p. 69). Regarding the subscales of the MBI, 
researchers found that mean EE and mean Dp were significantly higher for music 
teachers than for mathematics teachers. The researchers also asked 
respondents to rate the extent to which nine work stressors identified in the 
literature created difficulties for them. Considering all work stressors, the 
researchers found that music teachers' mean work stress scores were higher 
than mathematics teachers' mean scores. There were significant differences in 
favor of music teachers for work stressors of task-related noise (p < .001 ), 
physical resources (p < .001 ), organizational-interpersonal (p < .05) and external 
subject support (p < .001; p. 70). In a subsequent regression analysis 
con~idering both work stressors and demographic variables, researchers found 
that task-related noise, perception of own subject difficulty, and level of 
satisfaction with own subject significantly predicted EE for both mathematics and 
music teachers. The researchers concluded, "difference in EE between types of 
teachers has to do with differences in the extent of problematic conditions which 
are common to both groups rather than to do with different conditions which are 
unique to teaching one or the other subject" (p. 71 ). Level of satisfaction with 
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one's own subject, task-related noise, and marital status were significantly 
related to Dp, and researchers made a similar conclusion about problematic 
conditions common to both music teachers and math teachers. 
In 2005, Mclain reviewed the literature on music teacher burnout and 
subsequently established a list of 13 environmental factors that might be related 
to burnout. Those factors were: 
• support from administration; 
• support from other teachers; 
• community support; 
• support from parents; 
• feeling part of a team; 
• opportunities for district professional development; 
• classroom management; 
• stress management; 
• participation in a mentor program; 
• attendance at professional conferences; 
• number of students taught weekly; 
• receipt of a negative teaching evaluation; and 
• likelihood that the teacher would continue teaching music until 
retirement (p. 75). 
A volunteer sample of teachers from 42 states in the U.S. (N = 514) completed 
the MBI-ES as well as background information relative to the environmental 
factors. In comparison to national norms for teachers, this group of music 
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teachers "felt a strong sense of professional accomplishment and did not suffer 
from excessive depersonalization issues" (p. 81 ). Like Byrne (1994), Mclain 
modeled EE, Dp, and PA separately. Mclain conducted three ANOVAs between 
environmental factors and each of the three aspects of burnout. Significant 
interactions (p < .05) were found between EE and each of the following 
environmental variables: administrative support; support from other teachers; 
parent support; community support; stress management; classroom 
management; district professional development; feeling part of a team; negative 
teaching evaluation; and intention to teach music until retirement (p. 79). 
Significant interactions (p < .05) were found between Dp and each of the 
following environmental variables: administrative support; support from other 
teachers; parent support; community support; stress management; classroom 
management; district professional development; feeling part of a team; negative 
teaching evaluation; intention to teach music until retirement; and number of 
students seen per week (p. 80). Significant interactions (p < .05) were found 
between PA and each of the following environmental variables: administrative 
support; support from other teachers; parent support; community support; stress 
management; classroom management; feeling part of a team; and intention to 
teach music until retirement (p. 80). 
Summary. Stress and burnout are distinct but related phenomena. As 
previously described, in a transactional model of stress, individuals respond to 
any given stressor with varied coping mechanisms. Burnout typically occurs 
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when an individual experiences stress and his or her coping mechanisms are 
maladaptive over time. In constructing the MBI, Maslach and colleagues defined 
burnout as a syndrome of emotional exhaustion, depersonalization, and reduced 
personal accomplishment that can occur among individuals who work with 
people in some capacity. The MBI-ES was intended to measure emotional 
exhaustion, depersonalization, and reduced personal accomplishment of 
teachers. 
Byrne's (1994) path analysis linked teacher stress mainly with EE, and 
found a significant impact of EE on Dp. These findings led the researcher to 
question whether EE might be a core component of burnout. Byrne, however, 
reported that other factors, such as classroom climate and self-esteem also 
impacted EE, Dp, and PA, and explained that emotional exhaustion, 
depersonalization, and personal accomplishment should therefore be modeled 
separately from research on teacher burnout. 
Music education researchers have continued to model EE, Dp, and PA 
separately in their studies. They have provided some evidence that lack of 
administrator support, lack of collegial support, lack of community support, work 
overload, and insufficient salary may contribute to music teacher burnout, and 
that emotional exhaustion and depersonalization may be associated with music 
teachers' inclination to mobility. Two studies have been conducted that compared 
music teachers' burnout to burnout of other teachers (Hamann, 1989; Hodge, 
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Jupp & Taylor, 1994), but predictors of burnout unique to music teachers were 
found in neither study. 
Consequences of Teacher Burnout 
Although researchers have remained speculative about drawing through-
lines from specific job conditions to burnout, consequences of burnout have been 
established in the literature. Investigated widely in medical studies, vital 
exhaustion has been referred to as "a measure conceptually akin to burnout" 
(Shirom, 2010, p. 64) and has been associated with similar consequences. 
Individuals' health has been compromised by stress and burnout, and burnout 
has been associated with withdrawal behaviors in the workplace including 
increased absence, depersonalization and intention to leave. 
Health concerns. Work stress, burnout, and vital exhaustion (VE) have 
been associated with increased risk of cardiovascular diseases (CVD) including 
coronary artery disease (CAD)-the leading cause of death in the United States. 
Melamed, Shirom, Toker, Berliner and Shapira (2006) determined that "the 
relative risk [of CVD] associated with burnout and vital exhaustion approached, 
was equal to, and sometimes even exceeded the risk conferred by classical risk 
factors" (p. 331 ). Stress and burnout were associated with an increased 
likelihood of future cardiac events (Kop, Appels, Mendes de Leon, de Swart, & 
Bar, 1994; Chandola et al., 2008) and a two-fold increase in coronary heart 
disease mortality (Cole, Kawachi, Sesso, Paffenbarger, & Lee, 1999). Prescott et 
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al. (2003) recommended that findings from studies on burnout and risk of CVD 
should inform clinical practice. 
Melamed et al. (2006) revealed that burnout was associated with 1.84-fold 
increased risk of developing diabetes, and that risk was increased among those 
who also reported high blood pressure. Working excessive overtime hours also 
has been associated with an increased risk of developing Type-2 diabetes 
(Kawakami, Araki, Takatsuka, Shimizu, & Ishibashi, 1999), furnishing indirect 
evidence of a link between job-related stress and the disease. High levels of vital 
exhaustion, hostility and anger, as well as low job involvement, have been 
correlated with increased abdominal obesity, and high concentrations of insulin in 
the blood (Raikkonen, Keltikangas-Jarvinen, Aldercreutz, & Hautanen, 1996). 
Similarly, elevated levels of blood glucose may also be more prevalent in workers 
reporting greater job strain and lower social support in the workplace (Kawakami, 
et al., 2000). 
Metabolic syndrome, also called insulin resistance syndrome (IRS) refers 
to a constellation of risk factors including obesity, elevated blood lipid levels, 
insulin resistance and high blood pressure that occur together and increase the 
risk for CAD and diabetes (Metabolic Syndrome, n.d.). Given the associations 
already noted between burnout and CVD and burnout and Type 2 diabetes, it 
should not be surprising that burnout has been associated with metabolic 
syndrome. Specifically, burnout has been shown to be a significant positive 
predictor of triglyceride and cholesterol levels in women, and of cholesterol levels 
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in men (Shirom, Westman, Shamai, & Carel, 1997). VE and anger may also 
contribute to higher concentrations of insulin in the blood and increased 
abdominal obesity (Raikkonen et al., 1996). 
Although there has been less direct evidence, stress may also play a role 
in infertility (Sheiner, Sheiner, Carel, Potashnik, & Shoham-Vardi, 2002; Barzilai-
Pesach, Sheiner, Sheiner, Potashnik, & Shoham-Vardi, 2006) as well as a host 
of less serious maladies. Such conditions have included cold and flu (Hendrix, 
Steel, Leap, & Summer, 1991; Belcastro & Hays, 1984), upper respiratory 
infections (Kushnir & Melamed, 1992), and gastro-intestinal problems (Mohren et 
al., 2003; Belcastro & Gold, 1983; Pines, 1982). 
Workplace concerns. Burnout has been associated with numerous 
adverse consequences in the workplace. As has been shown, burnout has been 
linked to greater presentation of health problems and increased use of 
prescription drugs and medical care. These factors, in turn, have been 
associated with absenteeism and increased costs for individuals and employers. 
Teachers may use voluntary absences and other withdrawal behaviors to cope 
with workplace stress; consequently, schools may be forced to use costly and 
potentially less qualified substitute teachers. When this occurs, student-teacher 
relationships and instruction become compromised. In addition, stress and 
burnout may play a role in attrition and turnover. 
Costs of absenteeism. Researchers have reported associations between 
burnout, as measured by the MBI, and worker absence (Parker & Kulik, 1995). 
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As might be expected, a positive correlation between absence and the EE 
subscale, and a negative correlation between absence and the PA subscale 
were reported. Bekker, Croon and Bressers (2005) also reported that EE, as 
measured by the MBI, was a significant predictor of sickness absence. The 
researchers additionally found that increased workload was significantly and 
positively correlated with EE and job satisfaction was significantly and negatively 
correlated with both EE and sickness absence. Researchers utilizing the 
Copenhagen Burnout Inventory (CBI) have similarly revealed associations 
between burnout and job satisfaction, sickness absence, sleep problems, use of 
medicine, and intention to quit (Kristensen, Borritz, Villadsen, & Christensen, 
2005). Interestingly, the researchers also indicated that increases or decreases 
in burnout over time corresponded with increased or decreased sickness 
absence. 
In an executive summary of research on teacher absence, Miller (2008) 
reported that public school teachers in the United States were absent 1 0 days 
per academic year, on average, and that public schools spent 4 billion dollars 
annually on substitute teacher stipends and associated administrative costs. The 
author highlighted research by Clotfelter, Ladd, and Vigdor (2007) and Miller, 
Murnane, and Willett (2008) suggesting that teacher absences reduced students' 
achievement on standardized mathematics tests, and that students in low-
income schools were affected disproportionately by teachers' absences. 
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Withdrawal and depersonalization behaviors. Responding to a call by 
Lazarus and Folkman (1984b) to define coping patterns "in terms of the functions 
coping strategies serve, for example to avoid, confront, or analyze" (p. 178), 
Leiter (1991) investigated relationships between burnout and two coping 
patterns. The first, control coping, was defined as actions that were proactive or 
take-charge in tone. The second, escapist coping, comprised actions and 
assessments that suggested an escapist, avoidance mode. Examples of escapist 
factors, borrowed from Latack (1986), included: 
• Avoid being in this situation if I can 
• Tell myself that work isn't everything 
• Anticipate the negative consequences so that I'm prepared for the 
worst 
• Delegate work to others 
• Separate myself as much as possible from the people who created this 
situation 
• Try not to be concerned about it 
• Do my best to get out of the situation gracefully 
• Accept this situation because there is nothing I can do to change it 
• Set my own priorities based on what I like to do (Leiter, p. 130). 
Leiter found that escapist coping was not only associated with higher levels of 
EE, but was a "particularly ineffective means of avoiding burnout" (p. 141 ). 
In addition to voluntary absence, other escapist coping patterns have 
been described in the literature. For example, teachers classified as stressed or 
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burned out have distanced themselves from or displayed unreasonably negative 
behaviors towards their students (Nnamadim, 1988; Hodge, Jupp, & Taylor, 
1994; Shirom, 2005). Blase (1986) found that teachers' stress was associated 
with assigning students insufficient or unchallenging work and feelings of anger. 
Bakker and Schaufeli (2000) found evidence that teachers susceptible to burnout 
also withdrew from their colleagues. 
Intention to leave. Another withdrawal mechanism a teacher might 
consider would be leaving a position, or perhaps leaving the profession entirely. 
Although causal relationships between burnout and attrition have not been 
established, researchers have linked burnout with intent to leave and job 
satisfaction with organizational commitment. Leaving behaviors, such as 
considering a new teaching job or seeking training for a new job, have been 
positively correlated with the EE subscale of the MBI (Jackson, Schwab & 
Schuler, 1986). Regression models constructed by other researchers have 
similarly shown that teacher burnout predicted "intention to quit" (Dworkin, 1987) 
and "intention to leave" (Weisberg, 1994). Organizational commitment has been 
associated with greater administrator support and lower levels of role conflict 
(Billingsley & Cross, 1992), variables that had been negatively associated with 
burnout (Friedman, 1991; Carson, 2006). 
Earlier in this chapter, I considered costs of teacher absence, although not 
all teacher absences could be attributed to burnout. Similarly, costs of teacher 
attrition in terms of instructional and pecuniary implications for schools ought to 
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be considered. Researchers have shown that attrition can adversely affect 
student learning by necessitating the hiring of inexperienced or under-certified 
teachers (CERRA, 2011; Laczko-Kerr & Berliner, 2002) and by destabilizing the 
learning environment (Hunt & Carroll, 2002; Ingersoll, 2001; Kreuger, 2000). 
Because school districts have replaced teachers who quit with less effective, yet 
"more plentiful neophyte" teachers, Dworkin argued that "the effects of quitting 
are not recorded on the students exposed to a given teacher, but to the students 
exposed to his or her replacement" (p. 1 09). 
High rates of teacher turnover can inhibit development and maintenance 
of a learning community (Ingersoll & Smith, 2004). Further, effects of destabilized 
learning environments may be more acutely felt in at-risk schools where human 
and capital resources are most scarce (Barnes, Crowe, & Schaefer, 2007). In 
2005, the Alliance for Excellent Education, extrapolating from Department of 
Labor statistics, estimated that the annual costs associated with public school 
teacher attrition was $2.2 billion dollars, an estimate described as "conservative" 
("Teacher Attrition," para. 3). The same report added that if costs associated with 
teachers who transfer between positions were included, the figure would 
approach $5 billion. In 2008, CERRA estimated that costs associated with 
teacher attrition (excluding retirees) and turnover at the end of the 2006-2007 
school year in South Carolina approached $86.5 million (p. 2). 
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Occupational Conditions for South Carolina Teachers 
As indicated previously, researchers have suggested that some teachers 
experience stress attributable to occupational conditions such as lack of 
administrator support, lack of student motivation, or low achieving students 
(Hiebert & Farber, 1984; Blase 1986; Kyriacou, 2001 ). More recently, 
researchers have suggested that contemporary accountability mandates present 
additional sources of stress (Berryhill, Linney, & Fromewick, 2009) that can be 
exacerbated in high poverty communities (Orfield & Lee, 2005). Although 
burnout does not always result from persistent occupational stress, potential 
costs of teachers' burnout should raise concern about stressful conditions, not 
only for teachers and education researchers, but also more generally for 
taxpayers. Researchers have investigated South Carolina teachers' work and 
have found conditions might be particularly stressful. 
For example, in 2004, the Southeast Center for Teaching Quality offered a 
confidential survey of work conditions to South Carolina teachers. A total of 
15,202 surveys were completed, representing over 90% of the state's schools 
and all of the state's school districts (Hirsch, 2005, p. 3). Among teachers' 
concerns was lack of sufficient planning time to meet students' educational 
needs. The majority of teachers reported having five or fewer hours of planning 
time per week (p. 17). In addition, most teachers reported insufficient 
professional development for working with diverse and special learners (pp. 27-
28). Both of these occupational conditions and concomitant concerns may be 
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attributable to lack of administrator support, which has been shown in previous 
research to be a primary source of teachers' stress (cf. Blase, 1986; Littrell, 
Billingsley, & Cross, 1994; Mclain, 2005}. 
The South Carolina Department of Education (SCDE; 2012) indicated that 
during the 2011-2012 school year, over 58% of children in the state's public 
schools qualified for free (51.6%) or reduced price (6.6%} lunch, and the Anne E. 
Casey Foundation's Kids Count Data Center confirmed that childhood poverty is 
significantly higher in South Carolina than in most states. In a 2005 report, Orfield 
and Lee noted that a strong relationship exists between concentration of school 
poverty and low student achievement (p. 7). Particularly in light of contemporary 
accountability mandates such as No Child Left Behind (NCLB), teachers of 
lower-performing students in under-resourced schools in the Southern United 
States have reported "stress and strain" resulting from a "pervasive belief that 
there is only so much they can do to improve student achievement" (Berry, et al., 
2003, p. 15). !lagan's research (201 0) on South Carolina first-year teachers' 
burnout underscored this point. Using the MBI as the primary measure, llagan 
found significantly greater EE and Dp for those first year teachers who reported 
teaching a majority of below average students compared with those who reported 
teaching a majority of average students. Few first year teachers reported 
opportunities to work with above average students (pp. 151-152). 
Studying South Carolina teachers, Berryhill, Linney, and Fromewick 
(2009) were able to develop "a path model linking pressure from accountability 
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policy to teacher burnout via the mediators of role conflict and reduced self-
efficacy" (pp. 2-3). Self-efficacy was measured with a shortened vers.ion of the 
Teacher Efficacy Scale (Gibson & Dembo, 1984), role conflict was measured 
with a shortened version of the Role Questionnaire (Rizzo, House, & Lirtzman, 
1970), and burnout was measured with the MBI-ES. In addition, the researchers 
created a Policy Stress and Support Questionnaire for use in the study. All paths 
in the hypothesized model were significant (p. 6). 
In conjunction with the path analysis, the researchers conducted teacher 
interviews. They noted that, in terms of role-conflict, teachers often described 
themselves "racing to teach all standards" with "little time to pursue other goals" 
(p. 8). In terms of self-efficacy, teachers believed in their own pedagogical 
capacity, but often blamed situational factors, such as childhood poverty and lack 
of parental support, for students' poor test scores. This raised a question for the 
researchers of "whether accountability policies lead teachers to focus on 
[student] deficits rather than on overcoming them" (p. 8). Berryhill, Linney, and 
Fromewick suggested that diminished job engagement of South Carolina 
teachers would likely result in decreased commitment to their work or attrition 
from their jobs, and neither result was likely "to lead to what accountability 
policies seek: better-prepared students" (p. 8). 
Summary and Need for the Study 
In summary, I have attempted to show that teaching can be a stressful 
occupation. By considering a transactional model (Folkman & Lazarus, 1985), I 
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have defined stress as an emotional response manifest when a person judges 
that situational demands exceed his or her coping resources. I have 
demonstrated researchers' agreement about common occupational stressors in 
teaching, including lack of administrator support, lack of student motivation, 
excessive workload, time constraints, being evaluated by administrators, role 
conflict and role ambiguity, poor working conditions, and lack of job security. I 
have also shown how researchers identified several stressors that may be 
unique to music teaching including large class sizes, lack of support for special 
needs students, excessive extra-curricular commitments, scrutiny of public 
performances, and time-consuming administrative duties. Furthermore, I have 
proposed that marginalization may underlie music teachers' occupational stress. 
Music teachers may sense lack of collegial and administrative support, 
experience low-priority status in terms of scheduling and allocation of resources, 
and consequently feel their job security threatened. It would be reasonable to 
surmise, in light of a transactional model, that music teachers may judge such 
situational demands to exceed their coping resources. 
I have relied on the definition of burnout presented by Maslach, Jackson, 
and Leiter (1996) as "a syndrome of emotional exhaustion, depersonalization, 
and reduced sense of personal accomplishment" (p. 4), and I have included 
evidence that burnout is a maladaptive response to persistent stress. Kyriacou 
(2001 ), however, cautioned that stress is a function of the relationship between 
individuals and their environments, and acknowledged that teachers' stress 
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responses have varied widely. Likewise, Byrne (1994) found that models of 
teacher burnout could not account for individuals' coping strategies. Accordingly, 
I have claimed that it has been difficult for researchers to draw through-lines from 
particular stressors to burnout. Consequences of burnout, however, have been 
well established through the research literature. Findings have included that 
individuals who are burned out are at greater risk for cardiovascular disease and 
diabetes. Burnout has also been linked to the metabolic syndrome, which is a 
mediator not only for cardiovascular disease and diabetes, but also for several 
other disorders. When teachers are ill, they are more frequently absent from 
work, which in turn raises health care costs for school districts. Burned out 
teachers withdraw from the workplace, exhibiting depersonalization behavior, 
voluntary absence, and intention to quit. These behaviors have been associated 
with high pecuniary costs for school districts, as well as destabilized learning 
environments and compromised instruction in schools. I have argued that, 
because of these high costs, teacher burnout, and the potentially stressful 
conditions of schooling should be concerns for educators, administrators, and 
taxpayers. 
Further, I have suggested that occupational conditions in South Carolina 
may be particularly stressful for teachers. Teachers have expressed 
dissatisfaction with administrator support for planning and professional 
development. In addition, because South Carolina has extraordinarily high levels 
of childhood poverty, teachers have been faced with greater than average 
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numbers of low-achieving students and have reported "stress and strain" from 
trying to help those students achieve in high-stakes, state-mandated testing. 
Finally, researchers have demonstrated that pressure from South Carolina's 
accountability policies has led to teachers' role conflict and reduced self-efficacy, 
which in turn have led to teacher burnout (Berryhill, Linney, & Fromewick, 2009). 
I have, therefore, established a need to further examine South Carolina 
teachers' burnout. My particular interest was in music teachers and the extent to 
which their burnout profiles differed from their colleagues in other academic 
subject areas. Consequently, I undertook this investigation in an effort to add to 
the literature a more comprehensive understanding of music teachers' burnout in 
the context of contemporary schooling by way of developing a multidimensional 
profile of music teachers' burnout and by comparing music teachers' burnout with 
burnout of other subject area teachers. 
Research Purpose and Questions 
The purpose of this study was to contextualize South Carolina public high 
school music teachers' burnout by developing a multidimensional profile of music 
teachers' burnout, and comparing music teachers' burnout with burnout of other 
subject area teachers. 
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The research questions to be addressed were: 
1. What is the relationship between selected demographic and 
environmental variables, including years of teaching experience, level 
of education, itinerancy status, age, and gender, to South Carolina 
public high school music teachers' burnout? 
2. What is the relationship between burnout of South Carolina public high 
school music teachers and burnout of South Carolina high school 
teachers in other academic subject areas? 
Orientation to the Study 
In this chapter, I presented an introduction to occupational stress and 
burnout of teachers, and of music teachers in particular. I then argued for a need 
to contextualize South Carolina music teachers' burnout by comparing it with 
selected demographic and environmental variables and with other teachers' 
burnout. In Chapter 2, I reviewed rese'arch literature relevant to burnout. I 
described the theoretical development and characteristics of burnout and 
addressed the development of instruments to measure burnout. In addition, I 
included researchers' descriptions of the impact of burnout on health and the 
workplace. The methods and procedures were detailed in Chapter 3, including 
research design, sampling, survey instruments, participant recruitment, and data 
analysis. In Chapter 4, I presented the results of data analyses, and in Chapter 
5, I interpreted those results and made recommendations for further research. 
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Chapter 2: Review of Relevant Literature 
In my review of research literature related to burnout, I discovered that 
well over 6,000 books, chapters, dissertations, and journal articles dealing with 
the subject have been published since the 1970s (Schaufeli, Leiter, & Maslach, 
2009). Clearly, such a vast number of studies are impossible to cover 
adequately in a single chapter. I found that narrowing my review of research to 
burnout among teachers limited information on instruments for measuring 
burnout and the major critiques of those instruments. Consequently, I have 
parsed this review of research into four categories. Studies detailing the history, 
theoretical developments, and characteristics of burnout have been presented 
first. In a second section, I described the measurement of burnout, including 
studies on the development and evolution of the Maslach Burnout Inventory 
(MBI) as well as critiques of the MBI and alternate instruments that were 
developed in response to critiques. In the third section, I reviewed studies that 
suggest impact of burnout on individuals' health, and in the final section I 
reviewed related studies that suggest impact of burnout in the workplace. 
Finally, I summarized the literature and related conclusions drawn from the 
literature to the rationale and questions associated with the present study. 
Ontogenesis of Burnout 
Freudenberger first introduced the term burn-out into research literature in 
197 4. Employed to describe a "feeling state" that he recognized in himself and 
his colleagues, the German-born American psychologist defined burn-out as "to 
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fail, wear out, or become exhausted by making excessive demands on energy, 
strength, or resources" (p. 159). The World Health Organization (WHO), in the 
International Statistical Classification of Diseases and Related Health Problems, 
defined burn-out as a "state of vital exhaustion" (2007, Z73.0). Despite a 
substantial body of literature produced by members of the American Psychiatric 
Association, including articles and chapters included in the organization's 
publications, burnout was not included in either the fourth or fifth editions of the 
APA's Diagnostic and Statistical Manual of Mental Disorders (2000, 2013). 
Maslach, Jackson, and Leiter (1996), co-authors of the Maslach Burnout 
Inventory, defined burnout1 as "a syndrome of emotional exhaustion, 
depersonalization, and reduced personal accomplishment that can occur among 
individuals who work with people in some capacity" (p. 4). 
Since the dawn of the Industrial Revolution, researchers, along with labor 
leaders and policy makers, focused on elements of the work environment that 
could potentially cause physical harm to workers (Jackson & Maslach, 1982, p. 
63). According to Jackson and Maslach (1982), interest in examining the impact 
of work life on physical and mental health might have been influenced by the 
American Psychological Association Task Force on Health Research and the 
Occupational Safety and Health Act (OSHA) of 1970. In providing for "research, 
experiments, and demonstrations relating to occupational safety and health, 
1 Initial references to the condition utilized the hyphenated 'burn-out,' more recent scholarship 
utilized the unhyphenated 'burnout.' The present study hereafter uses only the unhyphenated 
term, but researchers are advised to consider both versions, as well as the term 'vital exhaustion' 
when undertaking searches of the literature. 
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including studies of psychological factors involved" (Sec. 2), the authors of OSHA 
seemed to encourage consideration of factors such as occupational stress. The 
APA Task Force ( 1976) highlighted potential for psychological factors to 
adversely affect life and work, and they called a body of contemporary research 
"not impressive" (p. 271 ). 
Because they observed that American society relied on institutionalized 
human services, researchers were prompted to focus occupational stress and 
burnout studies on workers in the public sector, such as teachers, medical 
practitioners, and police officers (Jackson & Maslach, 1982). Shirom (2003) 
claimed that such workers were more likely to approach their chosen profession 
with "service-oriented idealistic goals" and work in environments where they were 
expected "to continuously invest emotional, cognitive, and even physical energy" 
(p. 2). The first studies of burnout in the human services sector tended to focus 
on workplace productivity, absenteeism, and turnover (cf. Gupta & Beehr, 1979 
Hedges, 1973; Lyons, 1971 ). Research in this vein eventually broadened in 
scope with studies undertaken to explore the effects of occupational stress on 
workers' health (Homer, James, & Siegel, 1990; Lovallo, 1997; Schnall et al., 
1990), and family life (Brett, 1980; Burke & Greenglass, 2001; Kanter, 1977; 
Leiter & Durup, 1996). 
According to Golembiewski, Bordreau, Munzenrider, and Luo (1996), 
researchers in 35 countries have actively pursued studies on burnout, and 
Maslach, Leiter, and Schaufeli (2009) noted that the majority of studies occurred 
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in post-industrialized nations. Research on burnout has been particularly robust 
in the United States, The Netherlands, Denmark, and Israel, and theoretical 
research has continued to develop (Demerouti, Bakker, DeJonge, Janssen, & 
Schaufeli, 2001; Halbesleben & Demerouti, 2005; Kristensen et al., 2005; 
Langelaan, Bakker, van Doornen, & Schaufeli, 2006; Schaufeli, Salanova, 
Gonzalez-Roma, & Bakker, 2002; Shirom, 2003). Scholars representing a broad 
cross-section of disciplines and employing various methodologies have 
investigated the syndrome across an array of occupations, including teachers, 
health practitioners, clergy, television producers, cruise ship employees and 
others as subjects. Researchers also have begun to investigate burnout in non-
occupational settings. For example, academic burnout (burnout among college 
students) has been the focus of a number of studies (Chang, Rand, & Strunk, 
2000; Gold, Bachelor, & Michael, 1989; Martinez, Marques, Salanova, & Lopez 
da Silva, 2002; McCarthy, Pretty, & Catano, 1990; Schaufeli, Martinez, Marques-
Pinto, Salanova, & Bakker, 2002; Yang, 2004). 
Measurement of Burnout 
Prior to widespread adoption of standardized measurement instruments, 
investigations of burnout employed psychoanalytical observation, interviews 
(Forney, Wallace-Schutzman, & Wiggers, 1982), projective tests similar to Draw-
A-Person tests (Haack & Jones, 1983), and various methods of guided self-
assessment. Despite this "initial clinical base" (Schaufeli, Enzmann, & Girault, 
1993, p. 200), early methods of assessing burnout through clinical observation 
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were abandoned following the publication and subsequent widespread adoption 
of standardized self-report questionnaires, particularly the Maslach Burnout 
Inventory. 
The Maslach Burnout Inventory. The Maslach Burnout Inventory (MBI) was 
initially published in 1981, a time when an "enormous amount of interest in the 
phenomenon of burnout" was present, yet "very little in the way of guiding theory 
or empirical research" was in place (Maslach, Jackson, & Leiter, 1996, p. 1 ). 
Thus, the MBI was constructed to facilitate consistency in measurement of 
burnout. Each of the 22 items on the MBI was constructed as a statement of 
feeling, such as, "I feel depressed at work," to which subjects were to respond 
with a frequency rating from 0 (neve!) to 6 (everyday) on a 7-point rating scale. 
The MBI was intended to measure three dimensions of burnout: Emotional 
Exhaustion (EE), Depersonalization (Dp), and Personal Accomplishment (PA), 
The EE subscale was represented by nine items designed to describe 
respondents' "feelings of being emotionally overextended and exhausted" with 
their work (p. 4); the Dp subscale was represented by five items designed to 
describe respondents "unfeeling and impersonal response" towards those they 
were serving in their occupation (p. 5); and the PA subscale was represented by 
eight items designed to describe respondents' "feelings of competence and 
successful achievement" (p. 5). Items designed to address each aspect of 
burnout were distributed across the survey, but subscale scores were calculated 
separately. 
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Three versions of the MBI have been published in English. The MBI-
Human Services Survey (MBI-HSS; Maslach & Jackson, 1981) was the original 
version, for use with workers in the human service sector. The MBI-Educator 
Survey (MBI-ES; Maslach, Jackson, & Schwab, 1986) was constructed similarly 
with item wording modified for use with educators. As it became more widely 
theorized that burnout was not limited to the human services sector, the MBI-
General Survey (MBI-GS; Schaufeli, Leiter, Maslach, & Jackson, 1996) was 
designed for use with workers in other types of occupations. Similar in many 
ways to the original MBI-HSS, the three dimensions of the MBI-GS were defined 
as Exhaustion, Cynicism, and (reduced) Professional Efficacy (Maslach, 
Jackson, & Leiter, 1996, p. 20). Concurrent with broadening the scope of the 
MBI , Maslach and colleagues began to consider constructs related to burnout, 
such as job fit and job engagement. 
Job fit and engagement. Job fit (Maslach & Leiter, 1997) has been 
predicted by considering the degree of match or mismatch between a worker's 
profile, including burnout, and specific domains of the work environment. The 
greater the mismatch between worker and workplace, the less job engagement 
can be expected; severe mismatches result in burnout. Maslach and Leiter 
identified six factors that "either cause the problems of mismatch and burnout or 
offer the solutions of good fit and engagement" (p. 148). They were: 
• Sustainable workload 
• Feelings of choice and control 
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• Recognitions and reward 
• A sense of community 
• Fairness, respect, and justice 
• Meaningful and valued work (p. 149). 
Maslach and Leiter theorized that "focusing on engagement means focusing on 
the energy, involvement, and effectiveness that employees bring to a job and 
develop through their work" (p. 1 02). They submitted that workers "scoring low on 
Emotional Exhaustion and Depersonalization and high on Personal 
Accomplishment" experienced "many aspects of engagement with work" (p. 156). 
Maslach, Schaufeli, and Leiter (2001) later described engagement as the 
"positive antithesis" of burnout (p. 190). 
The three original factors of the MBI, emotional exhaustion, 
depersonalization, and personal accomplishment, were not deduced 
theoretically, but instead were constructed through a factor analysis of 47 
statements thought to reflect the phenomenon of burnout (Maslach & Jackson, 
1981 ). Subsequently, psychometric research has been focused on this three-
factor structure, and thus on the construct validity of the MBI. In 2008, Worley, 
Vassar, Wheeler, and Barnes published a meta-analysis of 45 exploratory and 
confirmatory factor analytic studies of the MBI. They established that exploratory 
factor analyses supported a three-factor model. Six studies reported a four-
factor solution; however, "there was no real consistency as to which of the 
original scales divided to form two factors" (p. 811 ). Whereas Dentsen (2001) 
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and Gold (1984) divided the PAscale, Firth, Mcintee, McKeown, and Britton 
(1985) divided the EE scale, and Iwanicki and Schwab (1981) divided the Dp 
scale. According to Worley et al., two-factor solutions were much more 
consistent in interpreting EE and Dp "together as a single factor," which Walkey 
and Green (1992) had called core of burnout. Worley et al. found strong support 
for a three-factor model in confirmatory factor analyses, but they noted 
substantial interfactor correlation, and they further suggested "that a higher order 
factor might exist" (p. 818), such as the one introduced by Walkey and Green. 
Other measures of burnout. In 2006, Shirom and Melamed estimated 
that 90% of burnout studies employed some version of the MBI (p. 176). In light 
of MBI construct validity studies, however, some researchers created other 
measures of burnout. Some reconceptualizations have corresponded to a trend 
in contemporary research that reoriented focus away from situational factors only 
and toward a focus on integration of "both individual and situational factors" 
(Maslach et al. 2001, p. 413). Other frameworks have abandoned the inclusion 
of workplace data altogether in favor of a burnout model comprising individual 
data exclusively (ct. Pines & Aronson, 1988). 
The Burnout Measure. The MBI initially was designed to measure 
burnout among workers in human service occupations only. In 1988, however, 
Pines and Aronson submitted that "almost everyone will burn out given the 'right' 
combination of environmental conditions" (p. 53). The "environment," they 
argued, "consists of all the settings in which the individual functions, including the 
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occupational, organizational, social, home, and recreational environments" (p. 
51). Pines and Aronson theorized that the root cause of burnout was tied to "our 
existential need to believe that our lives are meaningful, that the things we do are 
useful, important, and even 'heroic"' (p. 11 ). When people fail to find such 
meaning, a "gradual erosion of their spirit and zest" (p. 11) could contribute to 
burnout. 
Pines and Aronson therefore more broadly defined burnout as "a state of 
physical, emotional, and mental exhaustion caused by long-term involvement in 
situations that are emotionally demanding" (p. 9). Consequently, the Burnout 
Measure (BM; Pines & Aronson, 1988) was developed for use with all 
occupational and non-occupational groups, and became the second most 
frequently used self-report measure of burnout (Malach-Pines, 2005; Schaufeli, 
2003). The BM consisted of 21 items, scored on a 7-point rating scale, which 
yielded a single composite burnout score. In addition, Malach-Pines published a 
1 0-item shortened version of the BM (BMS) in 2005 "in response to the need of 
both researchers and practitioners for an easy-to use scale that requires little 
space on a questionnaire and little time for administration and analysis" (p. 79). 
Critics of the BM highlighted disparity between the authors' 
multidimensional definition of the burnout and the one-dimensional construction 
of the questionnaire. Schaufeli, Enzmann, and Girault (1993), for example, 
argued that the Pines Burnout Measure was "not a proper operationalization of 
their definition of burnout" (p. 206). Corcoran (1986); Justice, Gold, and Klein 
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(1981 ); and Schaufeli and Van Dierendonck (1993) reported finding little 
evidence within the BM of the three-dimensional burnout construct defined by the 
test authors. 
Oldenburg Burnout Inventory. According to Demerouti, Bakker, Vardakou and 
Kantas (2003), the Oldenburg Burnout Inventory (OLBI) was designed to 
"overcome one major psychometric shortcoming of the MBI, namely, the one-
sided wording of the items" (p. 12). The OLBI included two dimensions: 
exhaustion and disengagement from work. Exhaustion was defined "as a 
consequence of intensive physical, affective, and cognitive strain, i.e., as a long-
term consequence of prolonged exposure to certain job demands" (p. 14 ). The 
authors compared the disengagement dimension of the OLBI to the 
depersonalization dimension of the MBI and claimed that the depersonalization 
dimension included "emotions that have a direct reference to recipients (e.g., 
becoming impersonal, callous, hardening)," but the disengagement dimension 
referred to "emotions toward the work task (e.g., uninteresting, no longer 
challenging, but also 'disgusting') as well as to a devaluation and mechanical 
execution of work" (p. 14). In other words, the OLBI authors perceived 
depersonalization as one form of disengagement. 
Halbesleben and Demerouti (2005) explored the reliability and validity of 
an English language version of the OLBI using data collected from two samples 
of workers in the United States (N = 2599). Researchers indicated the OLBI 
demonstrated acceptable internal consistency (a>. 7) and was reasonably stable 
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over time. In confirmatory factor analysis, the two-factor model of exhaustion 
and disengagement (Demerouti, Bakker, Vardakou, & Kantas 2003) was the best 
fit measurement model. Halbesleben and Demerouti compared trait, method, and 
multi-trait multi-method (MTMM) models, using structural equation modeling 
(SEM), and found that an unconstrained MTMM model "offered the best fit" (p. 
216). This finding supported the hypothesis that the OLBI would show 
convergent and discriminant validity in relation to the MBI-GS. The authors 
suggested, "while there is clearly some convergence in the measurement of traits 
related to burnout, the scales offer enough divergence to support their 
independent contributions in the measurement of burnout" (p. 217). Although 
Halbesleben and Demerouti recommended that more validation studies should 
be conducted, they concluded that the OLBI presented "an alternative measure 
of burnout" with "balanced wording and an expanded conceptualization of the 
exhaustion component of burnout" (p. 218). 
Copenhagen Burnout Inventory. A five-year longitudinal study of 
burnout among Danish human service workers (N= 1914) was initiated in 1997 
to address a human service workers union's concerns over sharp increases in 
sick leave and early retirement. The project on Burnout, Motivation and Job 
Satisfaction (Danish acronym: PUMA) had four aims: 
1. To map the extent of burnout among different occupational groups in 
the human service sector in Denmark; 
2. To identify the individual and workplace factors that increase the risk of 
burnout; 
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3. To analyse the impact of burnout on job satisfaction, job turnover, 
absenteeism, early retirement, morbidity, and mortality; and 
4. To evaluate whether workplace interventions that aim to improve the 
psychosocial work environment can reduce burnout and its 
repercussions (Borritz et al., 2006, p. 49). 
In a pilot phase of the project, researchers reviewed available instruments 
for measuring burnout and found them unsatisfactory. They cited several reasons 
for rejecting the MBI. First was the circular argument of the MBI: "Burnout is by 
definition restricted to employees in the human service sector .... but also caused 
by factors associated with human service work." (Kristensen, Borritz, Villadsen, & 
Christiansen, 2005, p. 193, emphasis in original) . Second was the unclear 
relationship between Maslach's definition of burnout as the simultaneous 
occurrence of emotional exhaustion, depersonalization and reduced personal 
accomplishment, and the three independent measures of Emotional Exhaustion, 
Depersonalization and Personal Accomplishment (p. 193). Third, the researchers 
questioned whether Maslach's conception of depersonalization might represent a 
coping strategy, rather than a dimension of burnout, and whether reduced 
personal accomplishment might be a consequence of burnout (p. 193). Fourth, 
in pilot studies, wording of several MBI items elicited "very negative reactions-
sometimes, even anger-from respondents" (p. 194). Finally, researchers were 
unable to access MBI questionnaires for mass use because they were not 
available in the public domain (p. 196). 
Consequently, Kristensen et al. (2005) decided to develop a new 
questionnaire for their longitudinal study, and the result was the Copenhagen 
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Burnout Inventory (CBI). Key theoretical conceptions at the core of the CBI were 
fatigue and exhaustion, but the authors warned, "It is important to emphasize that 
burnout is not just fatigue or exhaustion. If this were the case we would not need 
the concept at all" (p. 196). The CBI differed from other instruments in that its key 
feature was the "attribution of fatigue and exhaustion to specific domains or 
spheres in a person's life" (p.197). The CBI comprised three subdimensions: 
personal burnout, work-related burnout, and client-related burnout. Personal 
burnout was defined as "the degree of physical and psychological fatigue and 
exhaustion experienced by the person" (p. 197); work-related burnout was 
defined as "the degree of physical and psychological fatigue and exhaustion that 
is perceived by the person as related to his/her work" (p. 197); and client-related 
burnout was defined as the degree of physical and psychological fatigue and 
exhaustion that is perceived by the person as related to his/her work with cl ients" 
(p. 197). 
Questions for the personal burnout subdimension were formatted based 
on the BM questionnaire, questions for the work-related burnout subdimension 
were based on the Emotional Exhaustion portion of the MBI and MBI-GS, and 
questions about client-related burnout were formulated by the researchers. For 
an initial validation of the CBI, researchers reported excellent internal reliability (a 
> .85), as well as low non-response rates. Concurrent and predictive validity 
analyses showed strong associations of the burnout scales (p < .001) with 
absence due to sickness, sleep problems, use of painkillers, and intention to quit 
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work (p. 205). Results also indicated that the CBI scales did not measure stable 
traits, but rather "degrees of burnout that may change over time" (p. 205). 
Summary. A concept introduced into research literature in the 1970s, 
burnout was widely defined as a syndrome of emotional exhaustion, 
depersonalization, and a reduced sense of personal accomplishment. The 
preponderance of the research has been conducted using the Maslach Burnout 
Inventory, in spite of numerous questions regarding its construct validity. 
Researchers have brought to the fore several psychometric shortcomings of the 
original MBI: First, burnout initially was conceived to occur only with individuals 
employed in the human services sector, yet the demands of human services 
work increased the risk of burnout. Not only did this comprise a circular 
argument (Kristensen et al., 2005), but it ignored the concept that burnout 
should, in principle, occur for all persons. Some instrument was needed to 
measure burnout in both occupational and non-occupational groups (Pines & 
Aronson, 1988). Second, MBI item wording was consistently one sided, negative 
for the EE and Dp subscales and positive for the PA subscale. Subjects were 
unable to rate their feelings on a response scale from positive to negative using 
the MBI (Demerouti, Bakker, Vardakou & Kantas, 2003). Third, the MBI was 
conceived and confirmed in factor analysis to have three distinct factors, with 
each factor having its own precursors. The relationship to a single construct of 
burnout has remained unclear, and studies employing the MBI have consistently 
reported three distinct subscale scores (Kristensen et al., 2005). Fourth, some 
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exploratory factor analyses give strong evidence for a two-factor model of 
burnout, interpreting EE and Dp together (Worley et al., 2008). Walkey and 
Green (1992) labeled this factor core of burnout, and Worley et al. (2008) 
suggested that further research should focus on whether core of burnout might 
be a higher order factor. 
Though researchers have levied numerous criticisms against the MBI and 
its authors' conception of burnout, it has been the instrument used most often to 
measure burnout, and a large body of literature has been generated so that 
researchers can compare and contextualize findings. Thousands of articles, 
books, and chapters have been dedicated to the subject with research 
particularly robust in the United States, The Netherlands, Denmark, and Israel. 
Although burnout has come to be investigated in many occupations, and also in 
non-occupational groups, the main thrust of the research has been to investigate 
burnout with those employed in the human service sector, such as police officers, 
nurses, and teachers. Consequently, researchers have investigated the impacts 
of burnout on those employees' personal health as well as the potential impacts 
of burnout in the workplace. 
Impact of Burnout on Health 
After an extensive review of the literature, Melamed, Shirom, Taker, 
Berliner and Shapira (2006) concluded, "burnout and vital exhaustion constitute 
increased risk of cardiovascular disease (CVD) and cardiovascular related 
events" (p. 344). The researchers also indicated that "burnout and vital 
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exhaustion are associated with risk of other disorders such as Type 2 diabetes 
and impairment of reproductive function" (p. 344). Finally, the researchers 
claimed: 
The association of burnout and vital exhaustion with a variety of disease 
mediators (namely, the metabolic syndrome, dysregulation of the HPA 
axis and the sympathetic nervous system activity, sleep disturbances, 
systemic inflammation, impaired immunity functions, blood coagulation 
and fibrinolysis, and poor health behaviors) suggests that their impact on 
health may be more extensive than is currently suggested. (p. 344) 
Some research linking disease and disease mediators with burnout has been 
conducted with public sector workers as subjects, but the majority of researchers 
have identified employed, healthy individuals as their target population. I have 
reviewed studies that show increased risk of CVD associated with burnout and 
vital exhaustion and CVD; studies that give initial evidence of associations 
between burnout and vital exhaustion and Type 2 diabetes and also infertility; 
and studies that suggest association between the disease mediator known as 
metabolic syndrome and burnout. Finally, I have reviewed studies on burnout 
and health where researchers specified teachers as the population of interest. 
Cardiovascular diseases. Cardiovascular disease (CVD) has included 
coronary heart disease (CHD) , which also is referred to in the literature as 
ischemic heart disease (IHD) or coronary artery disease (CAD). The Centers for 
Disease Control and Prevention (CDC) reported that CAD occurs "when ... plaque 
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builds up in the arteries that supply blood to the heart" ("Coronary Artery 
Disease," para. 1 ). Melamed et al. (2006) confirmed that evidence for the 
association comes from some cross-sectional studies, but largely from 
longitudinal studies. Appels and Mulder (1988) investigated whether feelings of 
exhaustion were predictive of future myocardial infarction (MI). Subjects were 
followed for an average of 4.2 years. A multiple logistic regression analysis 
revealed that vital exhaustion (as measured by the Maastricht Questionnaire) 
was "predictive of future myocardial infarction when controlling for age, 
cholesterol, glucose intolerance, smoking, and blood pressure" (p. 761 ). Relative 
risk associated with exhaustion led the researchers to conclude that the 
significance of exhaustion was "not marginal" and that it deserved further 
"scientific attention" (p. 761 ). 
In a follow-up study, Kop, Appels, Mendes de Leon, de Swart, and Bar 
( 1994) noted, "Although the association was independent of the standard risk 
factors for Ml, it was possible that the feelings of exhaustion were merely a 
consequence of progressing atherosclerosis" (p. 281 ), so the researchers 
investigated whether vital exhaustion could predict occurrences of new cardiac 
events for patients who had undergone coronary angioplasty. The principal 
finding of the study was that 35% of patients identified as exhausted experienced 
a new cardiac event, compared with only 17% of those who were not exhausted. 
These findings were consonant with those reported by Prescott et al. (2003) who 
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found that in a sample of healthy men and women (N = 9,202) the "risk of IHD 
was approximately doubled in those reporting vital exhaustion and fatigue" (p. 
994). 
In a related study conducted in the United States, Cole, Kawachi , Sessa, 
Paffenbarger, and Lee (1999) investigated the association of vital exhaustion 
with CHD among 5,053 male alumni of the University of Pennsylvania over a 12-
year period. After controlling for age, body mass index, smoking, diabetes, and 
hypertension, the researchers found that a frequent sense of exhaustion was 
"associated with a twofold increase in CHD mortality" (rate ratio 2.07; 95% Cl 
[1.08, 3.96]; p. 1404). Among those reporting frequent exhaustion, several 
conditions were found including history of depression, insomnia, use of sleeping 
pills, and use of tranquilizers. When additional adjustments were made for these . 
conditions, as well as alcohol consumption and physical activity, the CHD 
mortality rate ratio "was not appreciably altered" however the association of 
exhaustion and CHD was of borderline significance (2.06; 95% Cl [0.98, 4.36]; p. 
1401 ). The researchers concluded that the data showed evidence of an 
increased risk of CHD due to "pervasive exhaustion"; however, further research 
was recommended to determine "whether sense of exhaustion causes CHS or 
simply indicates subclinical disease" (p. 1404). 
Another longitudinal study conducted by Chandola et al. (2008) examined 
the relationship between work stress and CHD among a group of London civil 
service workers (N = 1 0,308). Researchers were interested in determining 
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whether work stress affected CHD directly, or indirectly by influencing behavioral 
risk factors. The researchers reported "a clear dose-response association 
between greater reports of work stress and higher risks of incident CHD events" 
(p. 3) among participants aged 37-49. Work stress was also associated with 
poor health behaviors and the metabolic syndrome. The researchers found that 
the effects of stress on health behaviors and metabolic syndrome explained 
approximately 32% of the effect of work stress on CHD (p. 4), and after adjusting 
for poor health behaviors, little reduction in the relationship between work stress 
and metabolic syndrome was observed. 
Diabetes. In 2006, Melamed et al. claimed, "though no studies directly 
examined the association between work stress and clinically diagnosed Type 2 
diabetes, several did demonstrate a link between chronic stress and risk factors 
for diabetes and related diseases" (p. 338). Type 2 diabetes mellitus (OM) has 
been the most common form of the disease and the number of diabetes cases 
has increased in recent years. Simply explained, diabetics' fat, muscle and liver 
cells fail to respond effectively to insulin, a hormone that is needed to move blood 
sugar (glucose) into cells where it is stored and later used for energy. The 
condition hyperglycemia typically results whereby high levels of sugar build up in 
the blood. 
In 1996, Raikkonen, Keltikangas- Jarvinen, Adlercreutz, and Hautanen 
examined whether psychosocial stress was related to insulin resistance 
syndrome (IRS) in a sample of 90 healthy, middle-aged men. Participants were 
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evaluated on two consecutive mornings following a 12-hour fast. Blood samples 
were taken for a lipid profile on the first day, and measurements of serum insulin, 
blood glucose, C-peptide and blood pressure were conducted the second day; 
the resulting data comprised the IRS risk-factor cluster. In the afternoon, subjects 
completed standard psychological tests to determine Vital Exhaustion, 
personality type, anger and hostility; the resulting data comprised psychosocial 
stress factors. Canonical correlation analyses between psychosocial stress and 
the IRS risk factors produced three notable profiles. Type A and hostility were 
significantly associated (p = .008) with low blood pressure, low triglycerides, and 
high HDL (good) cholesterol (p. 1536). High VE and anger were significantly 
related (p = .046) to elevated triglyceride levels, lower HDL-C, increased 
abdominal obesity, high concentrations of insulin in the blood, and elevated PAI-
1 antigen levels. Finally, high hosti lity, unexpressed anger, and low job 
involvement were related (p = .052) to elevated blood pressure and high 
triglyceride levels (p. 1536). All association remained significant after controlling 
for body mass index (BMI), age, level of education, smoking, alcohol 
consumption, and physical activity (p. 1536). 
Kawakami, Araki, Takatsuka, Shimizu, anc~ Ishibashi (1999) analyzed 
results of a study of 2,194 Japanese males who worked at the same factory 
between 1984 and 1992. The researchers stated that long overtime was a 
concern in Japan because of its association with stress from job demands. A 
baseline questionnaire was administered in 1984 with items about occupation, 
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work shift, overtime hours, and psychosocial work conditions, and subjects were 
followed for eight years. Analyses indicated that cases of diabetes were 
significantly higher among those who worked more than 50 overtime hours per 
month than for those who worked 25 overtime hours or less per month (p < .05), 
even after controlling for age, education, obesity, physical activity, alcohol 
consumption, and family history of diabetes (p. 362). The researchers, however, 
did not find a significant relationship between diabetes and psychosocial 
conditions, such as lack of social support at work (p. 363). 
In a follow-up examination, Kawakami et al. (2000) examined the 
association between job strain, social support in the workplace and levels of 
glycosylated hemoglobin A 1 c (HbA 1 c) in a sample of non-diabetic Japanese 
manufacturing workers (N = 268). Researchers explained that measurements of 
concentrations of HbA 1 c were commonly used as an indicator of blood glucose 
and thus were considered "as a possible screening test for undetected diabetes 
mellitus" (Kawakami et al., p. 805). In addition to testing participants' levels of 
HbA 1 c, Kawakami and colleagues assessed levels of job strain, social support at 
the workplace, job demands, job control, support of supervisors, and support of 
coworkers. The researchers found that mean concentrations of HbA 1 c were 
significantly higher (p < .05) among those reporting the highest levels of job strain 
and also among those reporting the lowest levels of social support in the 
workplace. Multiple linear regressions confirmed that these relationships were 
significant (p < .05) when controlling for other covariates (p. 807). 
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Melamed, Shirom, Toker, and Shapira (2006) investigated the extent to 
which burnout predicted the onset of diabetes in healthy individuals (N = 677). 
Those who reported high levels of burnout engaged in significantly less physical 
activity (p = .017). No other sociodemographic variables were significantly 
associated with burnout levels. After five years, however, the development of 
diabetes was more prevalent among those workers reporting burnout (3.2%) than 
those who did not (1.8%). The main finding of the study was that burnout was 
associated with a 1.84-fold increased risk of diabetes (95% Cl [1.19, 2.85], p < 
.001; p. 866) after controlling for sociodemographic variables. 
Metabolic syndrome. Metabolic syndrome also has been called insulin 
resistance syndrome (IRS) and has existed as a cluster of health conditions 
including obesity, abnormally high cholesterol levels, insulin r~sistance, and high 
blood pressure. Because these conditions occur together, they increase risk for 
CAD, stroke, and Type 2 diabetes (Metabolic Syndrome, n.d.). Melamed et al. 
(2006) noted that those with metabolic syndrome were "also susceptible to other 
conditions, notably polycystic ovary syndrome, fatty liver, cholesterol gallstone, 
asthma, sleep disturbances, and some forms of cancer'' (p. 332). The 
researchers emphasized that burnout has been associated with some of the 
components of metabolic syndrome. In studies already reviewed, Raikkonen, 
Keltikangas-Jarvinen, Adlercreutz, and Hautanen (1996) found high VE and 
anger were associated with elevated triglyceride levels, lower HDL-C, increased 
abdominal obesity, and high concentrations of insulin in the blood. In addition, 
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hostility, unexpressed anger, and low job involvement were related to high 
triglyceride levels (p. 1536). Chandola et al. (2008) found work stress was 
associated with four out of five metabolic syndrome components. 
In other studies, Melamed, Kushnir, and Shirom (1992) investigated the 
association between burnout and CVD risk factors, including components of the 
metabolic syndrome. Subjects comprised 1 04 male workers with no history of 
CVD. The researchers reported ANCOVA results, and subjects reporting high 
levels of burnout had significantly higher levels of total cholesterol (p = .002), LDL 
cholesterol (p = .030), triglycerides (p = .007) , and blood uric acid levels (p = 
.045) than those reporting low levels of burnout. 
Similarly, Shirom, Westman, Shamai, and Carel (1997) examined effects 
of objective and subjective overload and physical and emotional burnout on 
cholesterol and triglycerides among 665 healthy Israeli workers during a 2 to 3 
year period (T1-T2). Among females, emotional burnout was a positive predictor 
of levels of cholesterol and triglycerides from T1 -T2, but fatigue was a negative 
predictor of levels of cholesterol and triglycerides. These findings disconfirmed 
researchers' expectations. Objective overload was not a contributor to 
cholesterol or triglycerides for either males or females. Among males, burnout 
was a positive predictor of levels of cholesterol from T1-T2 as anticipated (p. 284). 
The researchers concluded that stress may impact serum lipids by means of 
burnout and, further, that burnout is directly implicated in elevations of 
cholesterol, and, for female employees, triglycerides (p. 286). 
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In 2003, Koertrge, Ahnve, Schenck-Gustafsson, Orth-Gomer and Wamala 
investigated the relationship between vital exhaustion, lifestyle, and lipid profile. 
Noting that a preponderance of studies had examined these factors among male 
populations, the researchers assessed VE, serum lipids, BMI, alcohol 
consumption, smoking, and exercise capacity as well as other demographic 
variables across a sample of 300 healthy women. No significant associations 
were found between VE and lifestyle or demographic variables, though a 
tendency towards higher BMI was observed among those with VE scores in the 
upper quartile (p. 52). Interestingly, women with a VE score in the upper quartile 
also presented levels of HDL-C 12% lower than subjects in the lowest quartile 
and higher VE levels were associated with 8% lower apolipoprotein A 1-a 
component of HDL-C and a significant predictor of first major coronary events (p. 
51). The researchers concluded that the negative relationships between VE and 
lipid levels were clinically relevant, and they recommended further study. 
Infertility. Researchers have also associated stress, vital exhaustion, and 
burnout with a host of non-life-threatening maladies. Among these disorders was 
infertility. The Centers for Disease Control and Prevention defined infertility as 
an inability to become pregnant "after one year of trying, or six months, if a 
woman is 25 years of age or older'' (CDC, para. 1, n.d.). The source of the 
problem(s) can be male-related, female-related, or both. 
Evidence has been presented in the literature suggesting that certain 
working conditions may impair fertility. Further, whereas numerous studies have 
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been undertaken to investigate the impact of environmental and workplace toxins 
on fertil ity, fewer studies have addressed the impact of psychological stress. 
Clarke, Klock, Geoghegan, and Travassos (1999) undertook such a study and 
investigated the relationship between life stresses including those related to 
family, work, home, and finances; and semen quality among men (N = 31) who 
were participating in in-vitro fertilization (IVF) for the first time. The researchers 
reported that significant declines in total sperm concentration (p =.003) and 
sperm motility (p = .002) for the majority of patients at T2 compared to T1. The 
researchers also found a significant difference (p = .001) in the stress parameter 
related to the importance of providing a semen sample between T1 and T2, 
evidencing that these patients "were aware of the increased importance of 
providing the T2 sample" (p. 757). The researchers concluded that the study 
established "a relationship between semen quality and specific aspects of 
psychological stress" (p. 757). 
Sheiner, Sheiner, Carel, Potashnik, and Shoham-Vardi (2002) 
investigated the influence of working conditions and psychological stress on male 
fertility (N = 1 06). No physical characteristics of the work environment (physical 
exertion, exposure to chemical or physical agents, etc.) were associated with 
significant differences in fertility. Men with established fertility problems, 
however, reported statistically higher levels of work-related burnout (p = .009), 
tension (p = .01 0), listlessness (p = .014) and cognitive weariness (p = .001 ). 
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Though burnout was significantly correlated with male infertility, the researchers 
noted that it was unclear specifically in which direction the connection operated. 
In a related study involving women, Barzilai-Pesach, Sheiner, Sheiner, 
Potashnik, and Shoham-Vardi (2006) examined associations between 
occupational stress and outcome of fertility treatments. Women who conceived 
(n = 34) wer.e compared with women who did not conceive (n = 41 ), and women 
who delivered (n = 20) were compared with those who did not deliver (n = 14). 
Women who conceived were younger than women who did not conceive, but 
there were otherwise no significant differences in age, sociodemographic 
characteristics, or type of occupation found between any of the subgroups. 
Further, neither burnout nor job satisfaction were significantly associated with the 
likelihood to conceive or to deliver. However, women who perceived their job as 
more demanding (a component of job strain) were significantly less likely to 
conceive (p = .038). 
Burnout and teachers' health. A small body of research has addressed 
the pathways by which the stress, exhaustion, and burnout of teachers-
specifically-could be linked to serious diseases. In this section, I first reviewed 
studies with findings that suggest links between teacher burnout and 
cardiovascular disease risk factors, and then I reviewed studies that included 
teachers' self-reported somatic illness and complaints. 
Noting reported associations between burnout and increased risk of 
cardiovascular disease, von Kanel, Bellingrath, and Kudielka (2008) investigated 
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potential physiological mechanisms involved in the relationship. Previous 
research had established that low-grade systemic inflammation contributes to the 
initiation and progression of atherosclerosis, or plaque build-up in the arteries 
(Kilic et al., 2006; Tziakas et al., 2007), even in the absence of hyperlipidemia 
(Willerson & Ridker, 2004). Von Kanel, Bellingrath, and Kudielka measured 
circulating levels of the proinflammatory cytokine (protein) TN F-a as well as the 
anti-inflammatory cytokines IL-4 and IL-10 across a sample of schoolteachers 
(N = 167). Researchers found a bivariate correlation between composite 
burnout-calculated by combining MBI scores-and IL-4 (r = .17, p = .032) and 
between composite burnout and the TN F-a/ IL-4 ratio (r =.17, p =.026). The 
researchers conducted hierarchical linear regressions and found that the level of 
total burnout symptoms predicted higher TN F-a levels (11~ =.024, p =.046) and 
lower IL-4 levels (11~ =.021, p =.061 ). The researchers concluded that "more 
severe burnout symptomatology was positively associated with enhanced 
inflammatory activity in the circulation of schoolteachers even when controlling 
for covariates" (p. 56). Further, the finding that total burnout predicted higher 
TNF-a/IL-4 ratio (11~ =.040, p =.008) resulted in the researchers' observation 
that burnout was also associated with decreased anti-inflammatory activity (p. 
57). Findings provided evidence of a link between burnout and increased 
atherosclerotic risk. 
In a related study, Kudielka, Bellingrath, and von Kanel (2008) 
investigated the relationship between vital exhaustion (VE) and levels of 
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circulating fibrinogen across a sample of 150 middle-aged schoolteachers. The 
body uses fibrinogen, a protein synthesized in the liver in response to tissue 
injury, for the formation of fibrin. Fibrinolysis is the process by which the body 
keeps naturally occurring blood clots from growing and causing thrombosis and 
other conditions that influence CAD risk (Fibrinolysis, n.d.). After controlling for 
covariates, the researchers found a significant association (p = .02) between 
fibrinogen level and VE, with 3% of the observed variance in fibrinogen explained 
by VE score (p. 253). Further analysis revealed that the relationship was stronger 
among males than females. Although the researchers acknowledged that the 
association between VE and CVD risk factors was not a direct cause-effect 
relationship, findings confirmed their hypothesis that chronic stress can impact 
the cardiovascular health of teachers. 
In 2009, Bellingrath, Weigl, and Kudielka undertook a cross-sectional 
study of healthy female schoolteachers (N = 1 04) to examine the relationship 
between work-related stress, exhaustion (as measured by the EE subscale of the 
MBI) , vital exhaustion, and Allostatic Load (AL). The researchers followed 
McEwen and Stellar's (1993) definition of AL: 
The strain on the body produced by repeated ups and down of physiologic 
response, as well as by the elevated activity of physiologic systems under 
challenge, and the changes in metabolism and the impact of wear and 
tear on a. number of organs and tissues [that] can predispose the 
organism to disease. (p. 2094) 
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Typically, an AL score was calculated based on 10 parameters including levels of 
cortisol , epinephrine and norepinephrine, HDL, total cholesteroi/HDL-ratio, and 
systolic and diastolic blood pressure. Bellingrath, Weigl , and Kudielka also added 
other parameters including fibrinogen, percent-body-fat, triglycerides, and 
glucose levels. Standard laboratory procedures were used to obtain all of these 
measures. The researchers observed no significant associations between 
individual AL parameters and work stress or exhaustion. Significant associations 
were found , however, when AL was assessed using composite measures. 
Specifically, AL was significantly higher (p :S .048) for women in the high work 
stress group compared to women in the low work stress group. Similarly, AL was 
significantly higher (p :S .029) for women reporting high VE compared to those 
reporting low VE. Women reporting high MBI-EE had marginally higher AL 
scores than those scoring low on the EE subscale (p. 41 ). Differences became 
more significant (p :S .004) when researchers contrasted teachers found to be at 
risk on all three measures with those at no risk on all three (p. 42). 
Somatic complaints. Utilizing the MBI and a researcher-designed 
instrument to measure the frequency and intensity of somatic complaints and 
illnesses, Belcastro (1982) investigated whether teachers' somatic complaints 
and illnesses could predict burnout. Participants comprised secondary Catholic 
schoolteachers in Central Ohio (N = 181 ). Based on their MBI scores, 154 were 
classified as not burned out and 27 were classified as burned out. Using a 
discriminant analysis stepwise procedure, the researcher determined that 24 
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somatic complaints discriminated between burned out and non-burned out 
participants. Belcastro reported that gallbladder disorders (p = .002) and 
cardiovascular disorders (p = .001) "occurred with greater frequency to burned 
out teachers," and "none had reported being diagnosed for either disorder before 
becoming a teacher" (p. 1 046). 
In a follow-up study employing the same instruments, Belcastro and Hays 
(1984) investigated whether teachers experiencing burnout could be identified by 
patterns of somatic complaints and illnesses. This study was conducted with 
secondary school teachers (N = 265) from one large Alabama school district as 
subjects. Onset of ulcers, kidney disorders, and depression "occurred with 
greater frequency after burned-out subjects became teachers" (p. 264). 
Employing a method similar to that used in earlier studies (Belcastro 1980, 1982; · 
Belcastro & Gold, 1983), the researchers' stepwise discriminant analysis 
identified 25 somatic complaints that could predict 89% of the subjects' burnout 
status. 
Employing the MBI and other self-report questionnaires, Holt, Fine, and 
Tollefson (1987) investigated stress and hardiness across a sample of female 
elementary school teachers (N = 134) during a six-week period. Based on their 
profiles, subjects were assigned to a high stress-high burnout (N = 40), high 
stress-low burnout (N = 23), low stress-high burnout (N = 26), or low stress-low 
burnout (N = 43) group. Researchers used 'chi-square analysis to test for 
differences between the four groups, and they found that teachers in the high 
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stress-high burnout group "reported physical illness at a s_ignificantly (p < .01) 
higher frequency" (p. 56) than other groups. Of subjects reporting physical and 
mental disorders, 60% were in the high stre~s-high burnout group. 
Impact of Burnout in the Workplace 
Given the impacts of burnout on health, it followed that burnout and stress 
were frequently associated with increased absenteeism, absenteeism from work 
due to illness, and health care costs. Although conclusive evidence linking stress 
and burnout with actual turnover has been elusive, numerous researchers have 
associated stress and burnout with evolution of preferred job type, job-seeking 
behaviors, intention to quit, and reduced job satisfaction. Some researchers have 
also investigated the extent to which burnout symptomology spreads beyond the 
worker, both at work and at home. Finally, burnout has been associated with 
withdrawal behaviors such as reduced enthusiasm, apathetic feelings toward 
work, anger and dehumanizing or cynical behaviors-potent concerns for the 
education profession. Indeed, it may be that the instructional and pecuniary 
impact of these consequences may be more acutely experienced in states like 
South Carolina where many school systems concurrently deal with strained 
budgets and high student poverty, as well as high costs related to teacher 
attrition (CERRA, 2008). 
Absenteeism and illness. Parker and Kulik (1995) examined the impact 
of stress and burnout on worker performance and absenteeism. Assessments of 
stress, support, and burnout (including the MBI) were administered to a sample 
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of registered nurses (N = 73). The researchers reported that social support at 
work was a negative predictor of burnout, and job stress was a positive predictor 
of burnout. Three subscales of the MBI were examined in a multiple regression 
analysis, and researchers found that higher EE was a predictor of lower self-
rated job performance (p = .003), lower supervisor-rated job performance (p = 
.039), and greater absence for mental health reasons (p = .032) (p. 591 ). The 
researchers concluded that burnout represented a threat to work quality and 
morale and that minimizing burnout should be a priority for employers. 
In a related study, Bekker, Croon, and Bressers (2005) employed the MBI 
to investigate burnout and sickness absence as they were related to job 
characteristics of male and female nurses (N = 404). Here, however, 
researchers were also interested in examining differences in burnout and 
sickness absences by gender. Interestingly, though male participants reported 
significantly greater workloads and higher EE than female participants reported, 
no significant differences in reported sickness absence were found. Overall, 
sickness absence was found to be significantly correlated with three variables: 
hours spent on childcare (r= .17, p < .01), Emotional Exhaustion (r= .25, p < 
.001 ), and job satisfaction (r = -.12, p < .05). Regression analyses revealed that 
the most prominent predictor of sickness absence was Emotional Exhaustion (13 
= .350, p < .001 ). 
As part of a longitudinal validation of the Copenhagen Burnout Inventory 
(CBI) , Kristensen, Borritz, Villadsen, and Christensen (2005) administered the 
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CBI to and analyzed sociodemographic data from a sample of Danish human 
service workers (N = 1914 at baseline). Researchers reported "substantial 
associations with job satisfaction at baseline and with sickness absence, sleep 
problems, use of medicine, and intention to quit three years later'' (p. 205). 
Participants who reported increased work-related burnout between Time 1 and 
Time 2 were associated with a 54% increase in absence days. Conversely, 
workers reporting decreased burnout levels between Time 1 and Time 2 were 
associated with a 22% decrease in sickness absences. Results led researchers 
to conclude "not only that burnout levels were associated with absence levels but 
also that changes in burnout over time were associated with corresponding 
changes in absence" (p. 203). 
Researchers, therefore, have presented some evidence of an association 
between stress and burnout and increased worker absence. Evidence of another 
potentially costly consequence of stress and burnout, increased healthcare costs, 
has been presented as well. Goetze! et al. (1998), for example, investigated 
health risk factors and their impact on health care expenditures. Controlling for 
risk and demographic factors, the researchers conducted logistic and linear 
regression analyses of data from 46,026 employees from six large health care 
purchasers for up to three years. Analyses indicated that individuals who 
smoked, did not exercise, ate poorly, were hypertensive, had high cholesterol, 
and reported being highly stressed "were predicted to be substantially more 
costly and had average annual medical expenditures totaling ... over three times 
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the cost of 'risk-free' individuals" (p. 848). Depressed (2%) and highly stressed 
(19%) individuals were found to more frequently seek medical attention for 
unspecified pain, fatigue, and headaches as well as develop more serious 
conditions such as heart disease. Individuals who reported depression and 
stress incurred 70% and 46% more medical expenditures, respectively, than 
those not reporting those conditions. As such, those two psychosocial factors 
"accounted for the greatest difference [in health care costs] between low- and 
high-risk individuals" (p. 848). 
Intention to quit. In 1986, noting that theorizing about burnout was still in 
an early stage, Jackson, Schwab and Schuler investigated potential antecedents 
and consequences of burnout in the workplace. Data initially were collected from 
327 members of the New Hampshire chapter of the National Education 
Association who completed a 16-page survey with questions about their job 
conditions and unmet expectations as well as MBI items. A year later, 277 of the 
original participants returned a follow up survey in which they detailed whether 
they had left teaching jobs (n = 29) and rated the importance of 14 reasons for 
leaving. If they remained in teaching jobs, participants responded to questions 
about preferred job status and about changing jobs. Using a Least Significant 
Difference test (a= .05), the researchers determined that teachers who wished to 
leave the profession had higher burnout scores at the first data collection than 
did participants who reported a desire to change positions. Regression analyses 
indicated that Emotional Exhaustion, in particular, was a significant predictor of 
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considering a new teaching job (R = .32, p < .05) and considering leaving 
education (R = .37, p < .05) . .Intentions to leave were also regressed on burnout 
scores, but yielded only marginal results. The researchers concluded that their 
study was "relatively unsuccessful in identifying job conditions associated with 
burnout" (p. 639); however, results supported the conclusion that emotional 
exhaustion, in particular, can predict some aspects of job turnover among 
teachers. 
Dworkin (1987) similarly investigated antecedents and consequents of 
burnout across a sample of 3444 teachers in Houston public schools. The 
researcher constructed three regression models to investigate the impact of 
various predictors on teacher burnout, plans to quit, and quitting. Independent 
variables entered included demographic characteristics, salary, level of 
education, years of experience and, in the case of the latter two models, burnout. 
Dworkin's second model revealed that "burnout [was] the most powerful single 
predictor of the intention to quit" (p. 53). Although other variables that entered 
into this model were significant, none approached the influence of burnout (b = 
.812). With respect to actual quitting behavior only nine of 29 predictor variables 
were found significant, although "even these bore only a weak association with 
such behavior" (p. 59). Although "plans to quit" was associated with a significant 
though small effect (b = .015), burnout did not enter into the model. Dworkin 
concluded, "it was obvious that quitting behavior is not well predicted" (p. 59). He 
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suggested however that the data seemed to support the notion that "there are 
vastly more teachers who dislike their jobs but stay than teachers who dislike 
their jobs and leave" (p. 59). 
Noting a dearth of contemporary studies investigating teacher 
commitment, Billingsley and Cross (1992) investigated selected variables that 
they suspected might influence commitment and job satisfaction among general 
(n = 493) and special (n = 463) educators in Virginia. The researchers also 
sought to determine the extent to which these variables influenced participants' 
intent to stay in teaching. Similar to Jackson et al. (1986), they hypothesized that 
commitment and job satisfaction would be higher among those reporting lower 
levels of role conflict, role ambiguity, and stress (p. 457), all factors associated 
with burnout. For all teachers, job satisfaction was associated with greater 
leadership support and work involvement, and with lower levels of role conflict 
and stress. Organizational commitment was similarly associated with greater 
leadership support and lower levels of role conflict, and job satisfaction was 
associated with greater leadership support and work invo.lvement, and with lower 
levels of role conflict. Importantly, professional commitment was related to 
greater job involvement and lower levels of stress for all educators. 
In 1994, Weisberg sought to contribute to understandings of the 
relationship between teacher burnout and intention to leave. Participants 
comprised 28 female teachers whose burnout was measured using the BM. The 
degree to which participants assessed their intent to leave was measured 
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through the evaluation of three statements, each measured on a five-point scale. 
Regression analyses revealed that physical exhaustion was the most salient 
predictor of the variance in intention to leave (39.14%) followed by mental 
exhaustion (17.31 %), and tenure status (8.37%). Similar to other researchers, 
Weisberg noted that intention to leave was a proxy variable, and prior research 
had been inconclusive about whether intention to leave resulted in actual 
turnover. 
Burnout and music teacher attrition. Nimmo (1986) and Huckaby 
(1989) have investigated the extent to which music teacher attrition might be 
attributed to burnout. Nimmo surveyed former band directors and developed a 
list of eight primary factors contributing to their attrition. Those eight factors were 
desire to do something different, not being able to spend enough time with family, 
unappreciative administration, too many athletic requirements for the band, too 
many school-related evening requirements, a feeling that no one cares, salary 
too low, and a general feeling of being burned out (p. 90). The researcher used 
chi-square analyses and found that that low salary, unappreciative 
administration, excessive extra-curricular commitments, excessive athletic 
commitments for the band, insufficient time to spend with family, and a feeling 
that nobody cares were showed significant interaction (p < .05) withEE subscale 
scores on the MBI. Factors significantly associated with the Dp subscale 
included excessive athletic commitments for the band and feeling that nobody 
cares. Factors significantly associated with the PA subscale included insufficient 
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time with family, a feeling that nobody cares, a desire to do something different, 
and a "general feeling of being burned out" (p. 170). 
Huckeby (1989) investigated inclination to mobility of secondary 
instrumental music teachers (N = 86) and employed the MBI as a measure of 
burnout. The researcher reported his findings by subscale. Secondary 
instrumental teachers who had no intentions of leaving their positions had 
significantly lower EE scores (p < .05) than those who wanted to leave their 
positions; teachers who were inclined to mobility had significantly higher Dp 
scores (p < .05) than those who intended to remain in their positions; and there 
were no significant differences in PA between teachers inclined to leave the 
profession and those inclined to remain-in general, all music teachers reported 
positive feelings of personal accomplishment. 
Dehumanizing and counterproductive behaviors. Recounting the 
pioneering phase of burnout research, Maslach, Schaufeli, and Leiter (2001 ), 
explained how interviews with a wide range of human services workers informed 
the development of the Depersonalization (Dp) subscale of the MBI. The 
interpersonal nature of such jobs meant that from early on "burnout was studied 
not so much as an individual stress response, but in terms of an individual's 
relational transactions in the workplace" (p. 400). Maslach and colleagues 
explained further: 
The second component of depersonalization (cynicism) also emerged 
from these interviews, as people described how they tried to cope with the 
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emotional stresses of their work. Moderating one's compassion for clients 
by emotional distance from them ("detached concern") was viewed as a 
way of protecting oneself from intense emotional arousal that could 
interfere with functioning effectively on the job. However, an imbalance of 
excessive detachment and little concern seemed to lead staff to respond 
to clients in negative, callous, and dehumanized ways. (p. 400) 
Several researchers have investigated the extent to which teacher stress 
and burnout might adversely affect the quality of instruction provided students 
and student-teacher relationships. In this section I have reviewed key studies in 
which researchers have investigated such associations. Though the primary 
subjects of these studies were not music teachers, one could logically assume 
that the adverse effects reported in these studies-particularly those in regards 
to gifted students-might operate in the music classroom as well. 
In 1987, Dworkin sought to establish "a logical link between teacher 
burnout.. .and diminished student achievement" (p. 1 09). To look for evidence of 
this relationship, Dworkin studied elementary school children (N = 2,287) 
attending 169 schools in the Houston Independent School District. Three teacher 
attitude and behavior variables (burnout, plans to quit, and quitting) were 
compared with student achievement measured over two years using the Iowa 
Test of Basic Skills (ITBS). Dworkin presented the results with respect to low-, 
average-, and high-performing subsets of students. The most pronounced result 
was the effect of teacher burnout on high-performing students. Each unit 
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increase in teacher burnout was associated with a one-and-two-thirds months 
decline in achievement for high-scoring students. Dworkin surmised that 
"average and low-achieving students" might have received "a fairly constant and 
perhaps average education regardless of the enthusiasm level of their teachers" 
(p. 138); however, in order to stimulate bright, high-achieving students more 
enthusiasm was required. Thus, Dworkin explained the disproportionate effect of 
teacher burnout on the high-performing student in terms of teachers who were 
"less likely to provide the necessary enrichment, stimulation, and challenge that 
bright students desire" (p. 138). 
Using the Teacher Stress Inventory (TSI), Blase (1986) investigated 
teachers' (N = 63) perceptions of factors related to work stress. Numerous stress 
categories and subcategories emerged from the interview data. Teachers 
reported strong negative feelings directed towards others (anger states), general 
feelings of being out of control (depressive states), expectations of negative 
consequences or results (anxiety states), and anger directed toward the self 
(self-blame states). Similar to Dworkin (1987), participants reported that 
stressors could "interfere with time intended for instructional activities" (p. 28). 
Teachers also reported various counterproductive behaviors and coping 
mechanisms used when attempting to reduce personal stress and balance their 
personal and work lives. The author coined the term Performance Adaptation 
Syndrome (PAS) to "describe the maladaptive cognitive and behavioral ways 
teachers respond to stress and the consequences for their instructional 
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pertormance" (p. 30). Reported examples of such behaviors included assigning 
students busy work, assigning less homework than was necessary for adequate 
instruction, and limiting work time to work hours (compartmentalization). Blase 
concluded that teacher work stress was linked to anger towards others and 
"made satisfactory goal achievement with students difficult or impossible" (p. 33). 
Farber (2000) illustrated the negative behaviors that can manifest in 
teachers suffering from burnout through a case study of a married, 41-year-old, 
white, high school English teacher working for a small, racially integrated city in 
New Jersey. The teacher sought therapy after developing feelings that his work 
had become "overwhelmingly stressful." The teacher reported that he would 
arrive home anxious, irritable, tired, angry, and "obsessed" with "the multiple 
problems of his students, his classroom, and the school" (p. 677); his relationship 
with his wife was strained. At school, the participant reported feeling anger 
towards many of his students. He also developed apathetic feelings towards his 
work, reporting that he didn't "care that much anymore" and didn't believe that 
what he did made much of a difference. Further, he was glad when the school 
day was over, and found it "almost impossible" to find energy for lesson planning 
(p. 678). 
Lambert, McCarthy, O'Donnell, and Wang (2009) measured and 
examined teacher stress and burnout using the Classroom Appraisal of 
Resources and Demands (CARD; Lambert, McCarthy, & Abbott-Shim, 2001 ), the 
MBI, and several other measures of teacher well being. Participants were grade 
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school teachers (N = 521) employed in a large urban school district in the 
southeastern United States. Schools within the district had an average of 
36.74% of students qualifying for free or reduced priced lunch-a figure markedly 
lower than that reported in South Carolina at the time of the present study. 
Based theoretically on the transactional model of stress (see Chapter 1 ), the 
CARD was intended to classify teachers with respect to the relationship between 
their available resources (R) and demands (D), with R > D indicating the stress 
condition. Researchers' correlational analyses demonstrated little association 
between CARD stress scores and those of divergent constructs (self-efficacy, 
self-critical attitudes, general health), though moderately strong associations 
were found between CARD 'stress scores and burnout as measured by the MBI 
(r= .360- .480). Chi-square tests of association applied between CARD stress 
scores and MBI scores indicated that "teachers in the stress condition were much 
more likely to score in the high range [of burnout] than were those in the other 
groups, and these differences were statistically significant (p < .005)" (p. 9). 
Researchers further indicated that teachers classified in the stress condition 
reported higher EE and "a tendency to depersonalize and distance themselves 
from their students" (p. 14). 
Burnout as a contagion. Thus far, this literature review has focused 
primarily on the measurement and consequences of burnout. However, 
researchers have also considered the potential for burnout to spread beyond the · 
workplace and to other individuals who have regular contact with the worker 
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(Bakker & Schaufeli, 2000; Cherniss, 1980; Edelwich & Brodsky, 1980). Several 
researchers (cf. Byron, 2005; Leiter & Durup, 1996; Lambert, 1990; Bolger, 
Delangis, Kessler, & Wethington, 1989) investigated the potential for an 
individual's work stress and burnout symptoms to transfer or persist from the 
work domain into the home domain. Bakker, Demerouti, and Burke (2009) 
characterized the phenomenon of work-family conflict or spillover, as an 
"intraindividualtransmission of stress or strain" where the symptoms of burnout 
continued to be felt by the worker in both work and home environments, possibly 
interfering with home life. 
In a related vein, Bakker (2009) hypothesized that the highly visible effects 
of burnout-namely fatigue and cynicism-could transfer from employees to their 
partners at home. Referred to in the literature as crossover, the phenomenon 
represented an "interindividual transmission of stress or strain" (Bakker, 
Demerouti, & Burke, 2009, p. 23). Bakker (2009) tested this hypothesis by 
comparing data from two independent studies. In the first study, the MBI and a 
self-rated health measure were employed with 221 medical residents and their 
partners in the Netherlands. Most participants were married (92.8%) and had no 
children (64.7%). Structural equation models comprising four variables were 
constructed to analyze the significance of paths between medical resident 
burnout, medical resident health, partner burnout, and partner health. "Medical 
resident burnout had a path with resident health and with partner burnout. 
Partner burnout had a path with partner health" (p. 346). All structural paths were 
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significant (p < .05) except the relationship between medical resident health and 
partner health, which was marginal (/3 = .13, p = .09). In the second study, the 
researcher similarly measured burnout and health (depression, in this case) 
across a sample of 209 Greek schoolteachers and their partners. Most of the 
participants were married (95.7%) and had two children (57.9%). The results 
were similar to the first study in that paths were revealed between teacher 
burnout and teacher depression, teacher burnout and partner burnout, and 
partner burnout and partner depression. Moreover, in this study, teacher 
depression was positively related to partner depression (/3 = .26, p = .05). 
Considering both studies, the author concluded that burnout influences partner 
health, and thus "burnout is a social problem with far-reaching consequences" (p. 
351). 
Of particular concern to the education profession, some researchers have 
argued that burnout can also be contagious between co-workers (Golembiewski, 
Munzenrider, & Stevenson, 1986; Rountree, 1984). Bakker and Schaufeli (2000) 
employed the MBI and other self-report instruments in an examination of burnout 
contagion processes across a sample of Dutch high school teachers (N = 154). 
Of particular interest to the researchers was determining whether or not the 
presentation of burnout was higher among teachers who reported having a 
higher number of burned-out colleagues, who frequently interacted with those 
colleagues to discuss work-related problems, and who were susceptible to the 
emotions of others. Participants reported burnout among colleagues (BC), 
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frequency of interactions with colleagues, and susceptibility to emotional 
contagion (SEC). They also completed the MBI. A 2 x 2 x 2 ANOVA on EE 
showed a main effect of BC, (F (1, 146) = 4.36, p < .05); and of SEC, (F (1, 146) = 
17.23, p < .001 ); but not of frequency of interactions, (F < 1, ns). Teachers who 
reported high BC had greater EE scores than those who reported low BC, and 
teachers who had higher SEC (were more susceptible to the emotions of others) 
also had greater EE scores. In the two-way interactions, only BC x Frequency 
was significant (F (1, 146) = 6.86, p < .01 ). The ANOVA on EE also produced a 
highly significant three-way interaction effect (F (1, 146) = 11.78, p < .001 ). 
Consistent with the authors' hypotheses, "the draining of emotional resources 
was most pronounced among teachers who worked at schools with a relatively 
high number of burned-out colleagues, who frequently talked with these 
colleagues about work- and student-related problems, and who were susceptible 
to the emotions of these colleagues" (p. 2299). 
The 2 x 2 x 2 ANOVA on Dp showed no main effects (all Fs < 1, ns) 
though interaction effects were consistent with the results for EE. BC x 
Frequency was again significant (F(1 ,146) = 6.57, p < .01), and suggested that 
prevalence of BC notably impacted teachers' Dp only when they talked relatively 
often with burned out colleagues about work-related problems. The ANOVA on 
Dp also produced a highly significant three-way interaction effect (F(1, 146) = 
3.97, p < .05). As researchers anticipated, the teachers who perceived high BC 
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among their colleagues, were most susceptible to the emotions of colleagues 
and frequently interacted with burned out colleagues also had the most cynical 
attitudes. 
The 2 x 2 x 2 ANOVA on PA showed a main effect of SEC (F(1, 146) 
=7.91, p < .01) and of frequency (F(1, 146) = 4.42 , p < .05). The main effect of 
BC, however, was not significant, (F(1, 146) = 3.00, p < .09). As Bakker and 
Schaufeli predicted, teachers most susceptible to the emotions of others had a 
lesser sense of PA, whereas teachers who more frequently shared their 
problems with co-workers had a greater sense of PA. The only two-way 
interaction effect significant in this model was BC x Frequency (F(1, 146) = 7.45, 
p < .01 ). Consequently, PA results were opposite of EE and Dp results. The 
three-way interaction effect was not significant (F(1, 146) = 1.70, ns) 
Notably, Bakker's and Schaufeli's hypothesis was confirmed that 
prevalence of burnout among teachers would impact EE, Dp, and PA of those 
teachers who frequently discussed work-related problems. Further, the 
significant three-way interactions for EE and Dp led researchers to suggest that 
"the prevalence of burnout among colleagues had the largest impact on feelings 
of emotional exhaustion and on the tendency to develop negative, cynical 
attitudes toward students" (p. 2302). Since frequency of interactions was 
negatively correlated with EE and Dp, the authors surmised that discussing work 
related problems with colleagues might sometimes serve social-support 
functions. Finally, whereas most contemporary studies of teacher burnout had 
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focused on organizational stressors, Bakker's and Schaufeli suggested instead 
"that one's colleagues' uninterested and uncaring attitudes toward teaching are 
important facilitators of the maintenance of the burnout syndrome" (p. 2303). 
Literature Review Summary and Conclusions 
I have attempted to show through this review of research literature that 
burnout, a syndrome of emotional exhaustion, depersonalization, and reduced 
personal accomplishment, has been a topic of research from the 1970s to the 
present. Though several alternative measures have been created in response to 
noted psychometric shortcomings of the MBI, the Maslach Burnout Inventory-
originally published in 1981-has been employed in the majority of burnout 
research , with research particularly active in the Netherlands, the United States, 
Denmark, and Israel. 
A majority of researchers have been focused on burnout among human 
service workers, including such occupations as police, medical professionals, 
and teachers. Due to the nature of human service work, researchers have been 
concerned about the impacts of burnout, not only on the workers, but on the 
clientele they serve. Several serious health disorders have been associated with 
stress and burnout. Burned out individuals have increased risk for coronary 
heart disease (Appels & Mulder, 1988; Chandola et al., 2008; Kop et el., 1994; 
Prescott et al., 2003;) and diabetes (Kawakami, et al., 1999, 2000; Melamed, 
Shirom, Toker, & Shapira, 2006; Raikkonen et al., 1996). Further, burnout has 
been definitively associated with metabolic syndrome (Koertge et al., 2003; 
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Melamed, Kushnir, & Shirom, 1992; Raikkonen et al., 1996; Shirom, Westman, 
Shamai, & Carel, 1997), a cluster of conditions not only predictive of heart 
disease and diabetes, but also of other diseases such as ulcers, asthma, and 
some forms of cancer. Tentative links have been reported between burnout and 
infertility in men (Clarke et al., 1999; Sheiner et al., 2002) and women (Barzilai-
Pesach et al., 2006). 
In studies of teacher health, spe,cifically, von Kanel et al. (2008), Kudielka 
et al. (2008), and Bellingrath et al. (2009) showed that stress and burnout caused 
increased risk of CVD. Burnout has also been associated with teachers' reports 
of illnesses (Holt, Fine, & Tollefson, 1987) including ulcers, kidney disorders, 
difficulty falling asleep, cold sweats, tearfulness, and nightmares (Belcastro, 
1980, 1982; Belcastro & Hays, 1984); however, whether burnout causes the 
diseases or the diseases create the conditions for burnout has not been 
demonstrated conclusively. 
Given the association of burnout-as well as stress and vital exhaustion-
with poor health, it has not been surprising that burnout has been associated with 
absenteeism (Bekker, Croon, & Bressers, 2005; Kristensen et al. , 2005; Parker 
and Kulik, 1995) and increased health care costs (Goetze! et al., 1998). Though 
conclusive evidence of a causal link between burnout and actual quitting has 
been elusive, numerous researchers have reported associations between 
burnout and a reduced commitment to the teaching profession (Billingsley & 
Cross, 1992), as well as intent to quit (Dworkin, 1987; Huckeby, 1989; Jackson, 
87 
Schwab & Schuler, 1986; Nimmo, 1986). Further, in studies of teachers, burnout 
has been associated with several negative behaviors including decreased work 
quality and morale (Blase, 1986; Dworkin, 1987; Farber, 2000; Parker and Kulik, 
1995), anger directed towards others (including students) (Blase, 1986; Farber, 
2000) , and a tendency to depersonalize, distance oneself from, or develop 
cynical attitudes towards students (Bakker & Schaufeli, 2000; Lambert et al., 
2009;). Finally, burnout has been investigated as a contagion, with intrapersonal 
and interpersonal transfer explained via spillover (Bakker, Demerouti, & Burke, 
2009; Bolger, Delangis, Kessler, & Wethington, 1989; Byron, 2005; Lambert, 
1990; Leiter & Durup, 1996) and crossover (Bakker, 2009; Bakker, Demerouti, & 
Burke, 2009). In 2000, Bakker and Schaufeli showed how prevalence of burnout 
among colleagues positively affected EE levels and contributed to the tendency 
for teachers to develop negative attitudes towards students. 
In 2005, Mclain noted, "too little research has been conducted concerning 
music teacher burnout" (p. 73). The present study was undertaken, therefore, in 
an effort to contextualize South Carolina public high school music teachers' 
burnout by comparing music teachers' burnout with burnout of other subject area 
teachers, and by developing a multidimensional profile of music teachers' 
burnout. This review of literature has revealed theoretical assumptions 
underlying burnout and informed the selection and usage of an instrument with 
which to measure burnout. 
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Chapter 3: Methodology 
Teaching, like other human service professions, can be stressful. For 
some teachers, excessive stress in the work environment can lead to burnout, a 
syndrome of emotional exhaustion, depersonalization, and reduced personal 
accomplishment (Maslach, Jackson, & Leiter, 1996). Though it has been difficult 
to establish causal relationships between burnout and specific antecedents, well-
established negative consequences have been associated with burnout including 
serious health disorders, workplace withdrawal, and dehumanizing and 
counterproductive behaviors. Conditions in South Carolina may be particularly 
stressful for teachers, and the potential consequences of teacher stress and 
burnout might be associated with increased costs for schools and destabilized 
learning environments. I have identified stressors unique to music teaching and I 
have proposed that marginalization may underlie music teachers' occupational 
stress. I have, therefore, established a need to further examine South Carolina 
teachers' burnout. Consequently, I undertook this investigation in an effort to add 
to the literature a more comprehensive understanding of music teachers' burnout 
in the context of contemporary schooling by way of developing a 
multidimensional profile of music teachers' burnout and by comparing music 
teachers' burnout with burnout of other subject area teachers. 
In this chapter, I have reviewed the research purpose and questions, and 
then I described methods used to address the research questions. I have 
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described the target population and sample, and the survey instruments, followed 
by describing data collection and security procedures. Finally, I have presented a 
plan for data analysis, and the limitations of these methods and procedures. 
Research Purpose and Questions 
As detailed in Chapter 1, the purpose of this study was to contextualize 
South Carolina public high school music teachers' burnout by developing a 
multidimensional profile of music teachers' burnout and comparing music 
teachers' burnout with burnout of other subject area teachers. Research 
questions to be addressed were: 
1 . What is the relationship between selected demographic and 
environmental variables, including years of teaching experience, level 
of education, itinerancy status, age, and gender, to South Carolina 
public high school music teachers' burnout? 
2. What is the relationship between burnout of South Carolina public high 
school music teachers and burnout of South Carolina high school 
teachers in other academic subject areas? 
Design 
Because the primary variable of interest was burnout, a standardized 
instrument, the Maslach Burnout Inventory-Educators Survey (MBI-ES), was 
employed, and a web-based version of the instrument was constructed through 
Survey Monkey, an online survey tool. To collect demographic and 
environmental data from respondents, additional items were appended to the 
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standard instrument. A web-based, cross-sectional survey design, therefore, 
allowed for convenient data collection from different types of teachers across the 
relatively large geographic area of South Carolina at a single point in time. 
Bryman (2012) defined a cross-sectional design as: 
The collection of data on more than one case and at a single point in time 
in order to collect a body of quantitative or quantifiable data in connection 
with two or more variables, which are then examined to detect patterns of 
association. (p. 59, italics in original) 
At the time of this study, all public school teachers in South Carolina were 
required to demonstrate basic computer skills including the use of the Internet 
and email. Most school districts across the state provided staff with an email 
address, and most published these addresses-frequently organized by subject 
area-on their websites. All teachers who were potential participants in the 
study, therefore, possessed the requisite skills necessary to make web-based 
data collection approaches feasible (Fowler, 2009), and reliable contact 
information was readily available. 
Population and Sampling 
As established in Chapter 1 , the target population for the present study 
was high school music teachers in the state of South Carolina. The sample was 
framed by defining music teachers as those who taught one or more of the 
following cour~es: band, orchestra, chorus, general music, music appreciation, 
music theory, class guitar, and class keyboard. The sample was also framed by 
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defining traditional high schools, achieved by eliminating non-traditional high 
schools from the frame. Such non-traditional schools included virtual high 
schools, schools associated with the Department of Juvenile Justice, alternative 
schools, magnet schools, charter schools, and schools for special learners (the 
blind, deaf, etc.). 
To address the second research question, data were collected from other 
groups of teachers for comparison. Therefore, English teachers were defined as 
those teachers of: American literature, English literature, world literature, writing, 
poetry, journalism as well as teachers of general English courses. Mathematics 
teachers were defined as teachers of traditional mathematics courses including: 
algebra, geometry, logic, trigonometry, calculus, probability and statistics, and 
general mathematics. Science teachers were defined as those teachers of: 
biology, chemistry, earth science, physics, oceanography, and anatomy. Social 
studies/history teachers were defined as teachers of the traditional courses of 
that discipline including: social studies, U.S. history and Constitution, European 
history, world history, U.S. government, and geography. 
Sampling procedures. As Fowler (2009) indicated, "one fundamental 
premise of the survey process is that by describing the sample of people who 
actually respond, one can describe the target population" (p. 11 ). Originally, I 
intended to conduct a census of all South Carolina traditional high school music 
teachers. However, to comply with the Boston University Institutional Review 
Board's regulations for subject recruitment, I contacted professional 
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organizations in the state for permission to contact their members who taught 
high school music. Copies of the research proposal were made available, and 
officials of those organizations were allowed to review the survey instruments 
and ask questions regarding the study. Further complying with Boston University 
IRB regulation, I designated superintendents and other school district officials as 
gatekeepers and similarly sought their permission to contact teachers of other 
academic subjects for a comparative sample. Permission granted by school 
officials afforded access to mathematics, social studies, science, and English 
teachers from 39 traditional high schools in South Carolina. 
The resultant primary sample comprised 205 music teachers. The 
comparison sample comprised 324 math teachers, 288 social studies teachers, 
288 science teachers, and 352 English teachers. No randomization procedures 
were employed to obtain the primary sample or comparative sample, and it was 
unknown whether the samples were representative of South Carolina high 
schools. 
Instrumentation 
As established in Chapter 2, the MBI has been the most widely used self-
report questionnaire to assess burnout, particularly among workers in the human 
service sector. At the time of this study, there were three forms of the MBI: the 
MBI-HSS, designed for human services professionals (Maslach & Jackson, 
1981 ); the MBI-ES, designed specifically for educators (Maslach, Jackson, & 
Schwab, 1986); and the MBI-GS, a generalized version designed for workers in 
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other occupations (Schaufeli, Leiter, Maslach, & Jackson, 1996). To address the 
first research question, the Maslach Burnout Inventory-Educators Survey (MBI-
ES) was employed. 
Maslach Burnout Inventory. In the MBI Manual (1996), Maslach, 
Jackson, and Leiter wrote that the MBI-ES was essentially the same form as the 
MBI-HSS, except that the word recipient was changed to student tor each item 
(p. 29). Test items were "designed to assess the three aspects of the burnout 
syndrome: emotional exhaustion, depersonalization, and lack of personal 
accomplishment" (p. 4), with a subscale constructed for each aspect. The MBI-
ES questionnaire consisted of 22 items in total: nine items for the EE subscale, 
five items tor the Dp subscale; and eight items for the PA subscale. Each item 
consisted of a statement of feeling, to which the subject was asked to respond on 
a 7-point scale, rating frequency of that feeling from 0 (neve/} to 6 (everyday) (p. 
5). Because of publisher-imposed restrictions, researchers have been prevented 
from reproducing the entire MBI within publications, including dissertations. Like 
other researchers, I was allowed to present one sample from each subscale; they 
appear in Figure 2. 
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Subscale Sample Item 
Emotional Exhaustion (EE) "I feel emotionally drained from my work" 
Depersonalization (Dp) "I don't really care what happens to some 
students" 
Personal Accomplishment (PA) "I have accomplished many worthwhile things 
in this job" 
Figure 2. Maslach Burnout Inventory-Educators Survey sample items. 2 
Maslach, Jackson and Leiter (1996) noted that the response scale for 
each item was fully anchored and that the "frequency format produces a scale of 
approximately equal ratios rather than equal intervals" (p. 11 ). The test authors 
explained that this assumption about the scale response format might have led to 
"a more complex weighting procedure in statistical analyses" (p. 11 ). It is difficult 
to accept Maslach, Jackson, and Leiter's claims, however. An interval scale 
could be confirmed by the lower anchor of the item response scale, never, which 
could reasonably be considered a non-arbitrary zero point, and the written 
descriptors could be considered discrete. However, in light of the terms, 
"months," "weeks," and "days," the upper anchor, every day, should reasonably 
be considered 365 out of 365 days. Calculated on that basis, there are not six 
equal intervals in the item response scale. 
2 From MBI Manual (3'd ed.), by C. Maslach, S. E. Jackson, & M. P. Leiter, 1996, Menlo Park, CA: 
Mind Garden, Inc. Copyright 1986 by CCP, Inc. Reprinted with permission. 
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The authors nonetheless recommended treating each item response as a 
score, then summing scores to produce three subscale scores. As Walker and 
Almond (201 0) noted, "unequal intervals in single verbal rating scales tend to be 
ironed out when several items are added together, as in the Maslach Burnout 
Inventory and many other quality of life questionnaires" (p. 61 ). Historically, then, 
MBI data have been treated as continuous, and burnout has been treated "as a 
matter of degree on its three subscales" (Schaufeli, Leiter, & Maslach, 2009, p. 
212). Test authors, however, furnished no empirical evidence of symptoms or 
traits to distinguish one degree of burnout from the next. Further, it should be 
noted that test authors cautioned against summing subscale scores to produce a 
total burnout score. Therefore, the MBI does not measure a phenomenon called 
"burnout" since no composite score can be derived from the three subscales. 
Instead, the instrument measures three separate, though related, constructs of 
Emotional Exhaustion, Depersonalization, and Personal Accomplishment. 
By treating subscales as continuous, however, researchers have been 
able to treat a group of respondents' scores as aggregate data, and have 
compared means and standard deviations with Maslach, Jackson, and Leiter's 
(1996) normative data. Other tests have been used alongside the MBI , and 
multiple regressions have been conducted to determine factors that best predict 
burnout scores (cf. Bekker, Croon, & Bressers, 2005; Dworkin, 1987; Hamann, 
1989; Hodge, Jupp, & Taylor, 1994; Parker & Kulik, 1995). 
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Alternatively, Maslach, Jackson, and Leiter (1996) explained that an 
individual's subscale score could be coded as low, moderate, or high, and they 
categorized these scores by dividing a normative distribution into three equal-
sized groups. The test authors provided categorizations for normative 
distributions of K-12 teachers, postsecondary teachers, social service workers, 
medical workers, mental health workers, and other human service workers such 
as librarians and police officers (p. 6). Maslach, Jackson and Leiter found these 
codes useful when providing rough assessments and general descriptions of 
individual respondents and groups relative to the normative data. However, the 
test authors "strongly recommend that the original numerical scores be used 
rather than the categorizations" (p. 9) when undertaking statistical analyses. 
Reliability and validity. Two factor analytic studies were conducted for 
the MBI-ES. Iwanicki and Schwab (1981) and Gold (1984) "support[ed] the three-
factor structure of the MBI-ES" (Maslach, Jackson, & Leiter, 1996, p. 29). 
Internal consistency of each subscale was similar to internal consistency 
reported for the MBI-HSS. Iwanicki and Schwab reported Cronbach's alpha 
estimates of .90 (EE) , .76 (Dp), and .76 (PA) and Gold reported Cronbach's 
alpha estimates of .88 (EE), .72 (Dp), and .74 (PA). In 1996, Lee and Ashforth 
conducted a meta-analysis of 47 studies in which the MBI was used to assess 
burnout in teachers and other human service providers (N = 9,668) and 
calculated overall reliability coefficients for each subscale. The authors reported 
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weighted mean estimates similar to previous studies: .86 (EE), .76 (Dp), and .77 
(PA) (p. 125). In 1998, Schaufeli and Enzman concluded that: 
The psychometric quality of the MBI is mixed. On the positive side, the 
factorial validity and the convergent validity as well as the reliability of the 
instrument are quite encouraging ... On the other hand emotional 
exhaustion in particular overlaps with related concepts ... Therefore it 
seems that the most robust and reliable subscale, emotional exhaustion, 
that also displays the strongest convergent validity is at the same time the 
least specific dimension of burnout. (p. 54) 
Clearly, the MBI was not constructed ideally, yet despite its established 
psychometric shortcomings, alternatives to the MBI (reviewed in Chapter 2) were 
deemed less desirable for use in the present study. The second most used 
measure, the Burnout Measure (BM), for example has been associated with 
disparities between its three-dimensional definition and the one-dimensional 
construction of the instrument (Enzmann, Schaufeli, Janssen, & Rozeman, 1998; 
Schaufeli & Van Dierendonck, 1993). In addition, the discriminant validity of the 
BM as well as its ability to measure aspects of burnout other than exhaustion 
have been called into question (Schaufeli, 2003). The Copenhagen Burnout 
Inventory (CBI) and the Oldenburg Burnout Inventory (OLBI) were also 
considered for use. These instruments, like all other alternatives to the MBI, have 
been used in a very small fraction of burnout studies. As such, assessments of 
their psychometric properties and bodies of literature with which to compare and 
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contextualize findings are limited. Consequently, despite the limitations of the 
MBI-ES, its brevity, convenience, and ubiquitous usage made it the most 
appropriate self-report instrument for the present study. 
Demographic questionnaire. To address the first research question, I 
developed a simple questionnaire (Appendix A) to document several variables 
related to subjects' personal demographics and teaching environment. I reviewed 
the literature for evidence of variables that have been associated with burnout, 
including those associated with test norms in the MBI manual. Variables 
consistently associated with burnout, variables inconsistently associated with 
burnout, and variables underrepresented in the literature were selected for 
inclusion in the questionnaire. Variables consistently associated with teacher 
burnout included age, and years of work experience (Hakanen, Bakker, & 
Schaufeli, 2006; Dworkin, 1987). The relationship of gender with burnout has 
been inconsistent in the literature, mainly because it has been confounded with 
type of occupation (cf. Maslach & Jackson, 1981; Poulin & Walter, 1993; Van 
Horn, Schaufeli, Greenglass, & Burke, 1997). Maslach, Schaufeli, and Leiter 
(2001) reported that a higher level of education (higher academic degree held) 
frequently results in higher burnout in samples of workers. A relatively small 
body of teacher burnout research has examined this variable, however. Further, 
since years of experience and level of education are confounded with age and 
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other variables, current understandings are limited (p. 409-41 0). Finally, 
itinerancy (teaching in more than one school building) has received scant 
attention in burnout literature. 
On the questionnaire, level of education was presented in five categories, 
consistent with South Carolina teacher salary schedules. Years of experience 
was presented in three spans: less than 5 years, 6-1 0 years, and 11 or more 
years used to identify new teachers, mid-career teachers and experienced 
teachers, respectively. Age was presented in five categories each spanning 10 
years. Gender was presented as male or female. Finally, respondents were 
asked whether they were required to teach in more than one building at least one 
day per week. "Yes" and "no" were the responses presented, and those 
responding affirmatively were classified as itinerant. 
Procedures 
Preliminary procedures. Prior to data collection, human subjects 
protocols were submitted to and approved by the Boston University Institutional 
Review Board (IRB) (Appendix B). As previously mentioned, the Boston 
University IRB required permission from gatekeepers in school districts and 
professional organizations before prospective research participants could be 
contacted. Initial communications to gatekeepers were sent via email in March 
2011. Gatekeepers who did not respond were contacted by telephone, and all 
gatekeeper permissions used in this study were secured by October 2011. 
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During this same time period, permission to reproduce and distribute the 
MBI-ES electronically was secured from its publisher, Mind Garden, Inc. 
(Appendix C). I then used Survey Monkey, an online survey tool, to reproduce 
the 22-items of the MBI-ES, in their original order, and the 7-point rating scales. 
Radio buttons were selected as the primary input control as they appeared to be 
an intuitive and efficient way to select an answer, and according to Fan and Yan 
(201 0), they have typically reduced total time for survey completion (see Figure 
3). As recommended by Couper (2000) and Dillman (2000), I tested the 
electronic survey by using several different computer operating systems and 
browsers to ensure that the survey displayed clearly. In accordance with Mind 
Garden's online use regulations, the copyright statement was included and the 
survey was not published on the "open web." 
Survey Monkey Email Invitation Collectors were created for each subset of 
the sample (subject area). After securing gatekeepers' permissions, I was 
directed to teacher email addresses, which were published on school district and 
organization websites. Email addresses, recipient names, and approved 
message language were then uploaded into my Survey Monkey account's 
Address Book. The "custom tags" feature was then set to automatically 
personalize the salutation of each email. 
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I feel emotionally drained from my work. 
Never A few Once a A few Once a A few Every 
times a month or times a week times a day 
year or less month week 
less 
How ~~) (- (·=:} (~::) ,- _~) () {-
often? 
Figure 3. Sample MBI-ES item as formatted in Survey Monkey 
Participant recruitment. I used a series of four email messages to contact 
prospective participants (Appendix D). The first two were generated from my 
computer and the remaining two were generated from Survey Monkey's Email 
Invitation Collector. To help reduce non-response, I sent a prenotification 
message one week prior to dissemination of the survey (Fan & Yan, 201 0). I sent 
a second email on the day the survey was launched to notify prospective 
participants that the survey link would be delivered later that day. The third email 
provided a unique link to the survey for each survey respondent. A fourth email 
was generated only if the prospective participant did not respond to the third 
email. All email communications identified Boston University as the sponsor of 
the study and described the voluntary nature of participation. As an incentive, 
potential participants were informed that a donation of one dollar per completed 
survey would be made to St. Jude Children's Research Hospital. Survey 
collectors remained open exactly one week after the dissemination of the final 
email. 
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Data collection and security. When respondents followed a survey link, 
they were presented with a scrolling questionnaire. Some survey researchers 
have suggested that a single-page format for web surveys can increase 
completion rates because the format simplifies the user interface and provides 
greater context (Dillman, 2000; Umbach, 2004). The first items on the scrolling 
questionnaire included the purpose of the research, the voluntary nature of 
participation, and assurances of confidentiality and anonymity. Principal 
investigator, advisor, and IRB contact information were also included. Following 
this header, a research participant saw the eight demographic questionnaire 
items followed by the 22 MBI-ES items. 
To help ensure participant anonymity, collector settings were configured to 
disable both IP address and email address tracking. Further, after respondent 
data were exported from Survey Monkey, the collectors and their data were 
deleted from my account. To help ensure data security, Survey Monkey 
employed Secure Sockets Layer (SSL) technology for secured areas of its site to 
protect user information using both server authentication and data encryption. 
Survey Monkey's data center was a guarded, SOC 2, Type II audited facility with 
digital surveillance. All Survey Monkey data were stored on firewall-protected 
servers in the United States running industry-standard intrusion detection 
systems and security software (Survey Monkey Security Statement, n.d.). 
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Data screening. At the end of the two-week data collection period, the 
survey was deactivated in accordance with Mind Garden's regulations. I 
examined each submitted survey response. Responses were discarded based 
on any of the following criteria: the survey was incomplete, the survey was 
submitted by a part-time teacher, the survey was completed by a teacher of an 
academic subject other than those of interest (where "other'' was identified as the 
primary teaching area). A completed survey from an assumed "nonattending 
participant" (Barnette, 1999), who provided the same response for every survey 
item, was discovered and discarded as artificial data. A total of 205 South 
Carolina high school music teachers and 1 ,252 high school non-music teachers 
were invited to participate in the survey. Following response screening, 52 music 
teacher surveys were useable for an effective response rate of 25.37%, and 
other surveys were useable for an effective response rate of 19.09%. The 
resulting data were exported from Survey Monkey as a file compatible with IBM-
Statistical Package for the Social Sciences (SPSS). 
Data Analysis 
Preliminary analyses included the calculation of overall and effective 
response rates and the preparation of tabular displays of these data organized by 
subgroup. A description of the characteristics of the sample was then prepared, 
wherein frequencies of the predictor variables were determined for each 
subgroup. Prepared data exported from Survey Monkey were then imported to 
IBM SPSS Statistics Version 19, which I used to calculate MBI-ES subscale 
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scores for each respondent. Data were exported to an Excel spreadsheet where 
all further calculations were conducted. A summary of the methods employed for 
analyzing the data associated with each research question follows. 
Research Question 1 was: 
What is the relationship between selected demographic and environmental 
variables, including years of teaching experience, level of education, itinerancy 
status, age, and gender, to South Carolina public high school music teachers' 
burnout? 
To address this question, music teacher group means and standard 
deviations were calculated for each MBI subscale and compared with normative 
data provided by Maslach, Jackson, and Leiter (1996). Mean scores and 
standard deviations for each subscale were also calculated for each 
demographic group of music teacher respondents: years of experience, level of 
education, age, itinerancy status, and gender. Further comparisons were made 
with available normative data in the demographic categories of level of 
education, age, and gender. 
Research Question 2 was: 
What is the relationship between burnout of South Carolina public high 
school music teachers and burnout of South Carolina high school teachers 
in other academic subject areas? 
To address this question, English, math, science, and social studies 
teacher group means and standard deviations were calculated for each MBI 
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subscale and compared with music teacher group means and standard 
deviations. An additional comparison group comprising all non-music teachers 
was also created and group means and standard deviations were calculated for 
each MBI subscale and compared with music teacher group means and standard 
deviations. To provide further context, mean scores and standard deviations for 
each subscale were also calculated for each demographic group of English, 
math, social studies and science teachers: years of experience, level of 
education, age, itinerancy status, and gender. These were compared with the 
corresponding music teacher demographic group means and standard deviations 
calculated for Research Question 1 . 
Limitations 
Sample error. Because Boston University IRS required permission of 
gatekeepers to contact prospective survey participants, it was not possible to 
pursue the original plan to conduct a census of the target population. 
Consequently, the resulting sample was not randomly selected, and it was 
unknown whether it represented the target population. This constituted a threat to 
external validity. Further, in spite of employing several recommended procedures 
to limit non-response, response rates both for the primary sample and the 
comparison sample, were too low to employ inferential statistical analyses. 
Potential sources of bias. Because I was required to gain gatekeeper 
permission, those administrators who were aware of significant teacher stress in 
their schools and districts may have declined participation. Those gatekeepers 
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who gave permission for teachers to participate were aware that burnout-related 
surveys were being emailed to teachers, and they might have influenced 
teachers to respond to the survey in a manner favorable to the district. However 
unlikely, administrators concerned about teacher stress may have utilized email 
filters to block communications from Survey Monkey, or block them from specific 
schools within their district. 
Teachers with the most demanding schedules might have been less likely 
to have the time or desire to respond to the survey. Such teachers also may 
have been more susceptible to burnout. Some teachers may have reasoned that 
it was somehow advantageous to them (or the teaching profession) to appear 
burned out (overworked, overscheduled, underappreciated, etc.). Related to the 
Hawthorne effect, this form of bias is sometimes called propagandistic bias 
(Paulhus, 1984). Messick (1991) described this response style as "an at least 
partially deliberate attempt to produce a desired picture ... which includes partly 
stylistic tendencies to emphasize and even overplay social roles and personal 
characteristics to achieve dramatic effects" (p. 169). Alternatively, some 
teachers might have been reluctant to negatively characterize their work 
experiences or feelings for fear they may be associated with incompetence. 
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Chapter 4: Results 
In this chapter I have presented the results of the investigation, organized 
into three sections. First, I presented results of preliminary analyses, including 
response rates, participant demographics, and a description of burnout scores 
and their categorization. In the second section, I detailed the results of analyses 
associated with Research Question 1. Here, I first compared aggregate music 
teacher burnout data collected in the present study with that of normative 
samples (Maslach, Jackson, & Leiter, 1996). In addition, I examined 
relationships between music teacher burnout and years of teaching experience, 
level of education, itinerancy status, age, and gender, comparing with normative 
samples whenever possible. In the third section, I detailed the results of analyses 
associated with Research Question 2, including comparisons of music teacher 
respondents' burnout with non-music teacher respondent's burnout. 
Preliminary Analyses 
Response rates. The target population of this study was South Carolina 
high school music teachers, and the sample consisted of 205 high school music 
teachers. To address the second r~search question, a comparison sample of 
1 ,252 South Carolina high school English, mathematics, science, and social 
studies was recruited. As explained in Chapter 3, no randomization procedures 
were employed to obtain the primary sample of music teachers or the 
comparative sample of non-music teachers, and it was unknown whether the 
samples were representative of South Carolina high schools. Fifty-five surveys 
108 
were returned from the primary sample, and 258 surveys were returned from the 
comparison sample. Approximately 1.5% of all responses were rejected 
because they were incomplete or submitted from individuals with characteristics 
other than those that framed the sample (e.g. responses from part-time 
teachers). Therefore, the adjusted effective response rate was 25.37% for the 
primary sample and 19.09% for the comparison sample. In Table 1, I have 
presented all response data including the total number of returned surveys and 
effective response rates by subgroup. 
Participant demographics. I have presented demographics of music 
teacher participants (n =52) and non-music teacher participants (n = 239) in 
Table 2. More than 50% of music and non-music teachers reported having 11 or 
more years of experience. With regard to level of education, teachers in both _ 
groups most frequently reported that they had earned a Master's degree, 
whereas few teachers in either group reported that they had earned a doctoral 
degree. Approximately 50% of the music teacher participants reported serving in 
more than one school building, and as anticipated, very few of the comparison 
participants reported being employed in itinerant positions. The music teacher 
participants were younger, with 64% of respondents under 40 years of age. The 
non-music teacher participants were older, with 54% of respondents over 40 
years of age. The majority of music teacher participants (67%) identified as male, 
whereas the majority of non-music teacher participants (76%) identified as 
female. 
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Table 1 
Response Rates for Primary and Comparative Samples 
Sample 
Surveys 
returned 
Surveys 
accepted 
Effective 
Response Rate 
Music 
205 
55 
52 
25.37% 
Subgroups 
English Math Science 
352 324 288 
74 75 69 
67 67 67 
19.03% 20.68% 23.26% 
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Social Total 
Studies Non-Music 
288 1252 
40 258 
38 239 
13.19% 19.09% 
Table 2 
Participant Demographics (Percentage of Each Group in Parentheses) 
Variable Frequency 
Music teachers Non-music teachers 
(n =52) (n = 239) 
Years of Experience 
s 5 years 13 (25%) 54 (23%} 
6-10 years 13 (25%} 44 (18%) 
~ 11 years 26 (50%) 141 (59%) 
Level of Education 
Bachelor's Degree 17 (33%} 27 (11%} 
Bachelor's Degree + 18 6 (12%} 44 (18%) 
Master's Degree 21 (40%} 102 (43%) 
Master's Degree +30 6 (12%) 57 (24%) 
Doctorate 2 (4%) 9 (4%) 
Itinerant Status 
Yes 24 (46%} 9 (4%) 
No 28 (54%} 230 (96%} 
Age 
s 29 years 14 (27%} 40 (17%) 
30-39 years 19 (37%} 72 (30%) 
40-49 years 8 (15%) 59 (25%) 
50-59 years 9 (17%} 47 (20%} 
~ 60 years 2 (4%) 21 (9%) 
Gender 
Male 35 (67%) 78 (33%} 
Female 17 (33%) 161 (76%} 
Note. Percentages may not add up to 100% due to rounding 
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Burnout Subscales and their Categorization 
As explained in previous chapters, the MBI comprises three subscales: 
Emotional Exhaustion (EE), Depersonalization (Dp), and Personal 
Accomplishment (PA). Maslach, Jackson, and Leiter (1996) recommended 
treating the subscales as continuous data; consequently, scores on the nine 
items comprising the EE subscale are totaled produce a subscale score from 0 to 
54, scores on the five items comprising the Dp subscale are totaled produce a 
score from 0 to 30, and scores on the nine items comprising the PA subscale are 
totaled to produce a score from 0 to 48. Maslach, Jackson and Leiter then 
recommended treating scores for a group of respondents as aggregate data by 
computing means and standard deviations; subscale means could then be 
compared with other data. 
Maslach, Jackson, and Leiter (1996) also established numerical cut-off 
points to categorize low, average, and high levels of burnout for each subscale. 
As explained in Chapter 3, this was accomplished by dividing normative samples, 
including a sample of schoolteachers, into three equal-sized groups (p. 8). The 
authors labeled these categories low, moderate, and high and incorporated them 
into the scoring keys for each version of the MBI. The categories and their 
numerical cut-off points for the MBI-ES are presented in Table 3. 
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Table 3 
MBI-ES Subscale Category Cutoffs3 
Burnout Emotional Depersonalization Personal 
Exhaustion Accomplishment a 
High > 27 >14 0-30 
Moderate 17-26 9-13 31-36 
Low 0-16 0-8 ~37 
a Interpreted in opposite direction from EE and Dp 
First Research Question 
With Research Question 1, I sought to examine South Carolina high 
school music teachers' burnout in relationship to selected demographic and 
environmental variables. To help contextualize these relationships, I have 
presented music teacher respondents' mean EE, Dp, and PA scores, and I have 
compared these means to normative samples. Maslach, Jackson, and Leiter 
(1996) reported normative MBI data derived from 11,067 American workers in 
various human services occupations including 4,163 K-12 teachers. These 
norms have been cited in other burnout studies for comparative purposes (ct. 
Hodge, Jupp, & Taylor, 1994; llagan, 2010; Lau, Yuen, & Chen, 2005; Maslach, 
Leiter, & 2009; Sacco, 2011 ). A comparison of music teacher responses for the 
current study with Maslach, Jackson, and Leiter's normative sample appears in 
3 From MBI Manual (3'd ed.), by C. Maslach, S. E. Jackson, & M. P. Leiter, 1996, Menlo Park, CA: 
Mind Garden, Inc. Copyright 1986 by CCP, Inc. Reprinted with permission. 
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Table 4. Whereas mean EE for music teachers in the present study was 
categorized as high, mean EE for each of the normative samples were 
categorized as moderate. Thus, music teacher respondents in the present study 
had higher than normal emotional exhaustion. Mean Dp for music teacher 
respondents in the present study was categorized as moderate, similar to 
normative samples. Mean PA for music teacher respondents in the present 
study was categorized as low, through a process of rounding up, whereas mean 
PA for the U.S. and U.S. teacher normative samples was categorized as 
moderate. This indicated that music teacher respondents had a higher than 
normal sense of personal accomplishment (lower burnout). 
Table 4 
Music Teacher Respondents Comparison with Normative Samples 
Music Teachers U.S. Norm U.S. Teacher Norm 
(n =52) (n = 11 ,067) (n = 4,163) 
Sub- M so Cat M so Cat M so Cat scale 
EE 27.54 10.94 High 20.99 10.75 Mod 21.25 11.01 Mod 
Dp 11.60 5.00 Mod 8.73 5.89 Mod 11.00 6.19 Mod 
PA 36.94 6.34 Low 34.58 7.11 Mod 33.54 6.89 Mod 
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Demographic data collected for the present study included years of 
experience, level of education, itinerant status, age, and gender. Music teacher 
participants were grouped according to their responses to demographic items, 
and means were calculated for each group. Maslach, Jackson, and Leiter (1996) 
established norms for levels of education, age, and sex (p. 47), which I also have 
presented for purposes of comparison. 
Years of experience. The years of experience variable was presented to 
respondents in three categories designed to represent groups of early-, mid-, and 
late-career music teachers. In Table 5, I have detailed means and standard 
deviations for each of the years of experience groups. Across all groups, EE 
means were categorized as high and Dp means were categorized as moderate. 
Early- and mid-career music teacher PA means were categorized as moderate, 
and the late-career music teacher PA mean was categorized as low. 
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Table 5 
Music Teacher MBI Subscale Scores by Years of Experience 
Years of Experience 
s 5 years 6-10 years ~ 11 years 
Sub- M so Cat. M so Cat. M so Cat. scale 
EE 28.23 8.67 High 27.92 6.98 High 27.00 13.57 High 
Dp 12.08 3.77 Mod 10.92 3.77 Mod 11.69 5.52 Mod 
PA 35.54 4.91 Mod 34.92 5.22 Mod 38.65 7.14 Low 
Level of education. The level of education variable was presented to 
respondents in five categories, consistent with South Carolina teacher salary 
schedules: Bachelor's degree, Bachelor's degree plus 18 credits, Master's 
degree, Master's degree plus 30 credits, and Doctorate. In Table 6, I have 
detailed the means and standard deviations for each level of education group. 
Maslach, Jackson, and Leiter (1996) established norms for levels of education, 
including college completion and postgraduate work, which are presented in 
Table 7 for comparison. In the present study, only two music teachers reported 
earning a doctoral degree, so this group was not considered in comparisons. 
Bachelor's degree, Master's degree, and Master's degree plus 30 credits group 
EE means were all categorized as high, greater than corresponding groups from 
the normative sample. The Bachelor's degree plus 18 credits group mean was 
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categorized as moderate, similar to the normative sample. For all level of 
education groups, mean Dp was categorized as moderate and was similar to 
groups from the normative sample. For the Master's degree plus 30 credits 
group, mean PA was categorized as moderate, and was similar to the 
postgraduate work group from the normative sample. For the Bachelor's degree 
group, mean PA was also categorized as moderate, but was lower than the 
completed college group from the normative sample. For all other level of 
education groups, mean PA was categorized as low, indicating lower than normal 
burnout. 
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Table 6 
Music Teacher MBI Subscale Scores by Level of Education 
Level of Education 
BA BA+18 MA MA+30 Doctorate 
Sub- M so Cat. M so Cat. M so Cat. M so Cat. M so Cat. 
scale 
EE 27.30 9.47 High 26.50 10.05 Mod 28.29 12.03 High 32.83 8.73 High 9.00 4.24 Low 
......... 
......... 
co 
Dp 11.35 4.61 Mod 11.83 4.07 Mod 11.52 5.25 Mod 13.33 7.09 Mod 8.50 3.54 Low 
PA 36.41 4.65 Mod 37.33 4.13 Low 37.10 7.35 Low 34.17 7.47 Mod 47.00 1.41 Low 
Table 7 
MBI Subscale Norms for Level of Education 
Level of Education 
Completed College Postgraduate Work 
Sub- M so Cat. M so Cat. scale 
EE 19.08 9.97 Mod 21.13 10.74 Mod 
Dp 7.49 5.70 Mod 7.35 5.67 Mod 
PA 31.48 6.95 High 37.88 6.42 Mod 
Itinerant status. Itinerant status was presented to respondents 
dichotomously, representing music teachers whose full-time position required 
them to teach in two or more school buildings and teachers who taught full time 
in a single school building. In Table 8, I have presented means and standard 
deviations for each itinerant status group. Mean EE for the itinerant group was 
categorized as moderate, whereas mean EE for the non-itinerant group was 
categorized as high. Mean Dp was categorized as moderate for both groups. For 
the itinerant group, mean PA was categorized as low, and for the non-itinerant 
group, due to rounding, mean PA was also categorized as low. Maslach, 
Jackson, and Leiter (1996) did not include itinerancy status in their normative 
data. 
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Table 8 
Music Teacher MBI Subsca/e Scores by Itinerant Status 
Itinerant 
Yes No 
Sub- M so Cat. M so Cat. scale 
EE 25.58 11.23 Mod 29.21 10.61 High 
Dp 10.04 4.43 Mod 12.93 5.16 Mod 
PA 37.30 7.35 Low 36.64 5.44 Low 
Age. Age was presented to respondents in five categories, each 
generally spanning a decade. In Table 9, I have detailed means and standard 
deviations for all of the age groups. Low representation in the 61 and over age 
group (n = 2) limited the usefulness of those data. Maslach, Jackson, and Leiter 
(1996) established norms for age in four categories, which are presented in 
Table 10 for comparison. Mean EE was categorized as high for the 29 and 
under, 40-49, and 50-59 age groups, all of which were higher than the normative 
sample. Mean EE was categorized as moderate for the 30-39 age group, similar 
to the normative sample. Mean Dp for all age groups was categorized as 
moderate, and the 29 and under, 30-39, and 40-49 age groups each were similar 
to the normative sample. The mean Dp of the 50-59 age group, however, was 
higher than the mean Dp reported for the normative sample. Similar to the 
normative sample, mean PA was categorized as moderate for the 29 and under 
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and 40-49 groups, whereas mean PA for music teachers in the 30-39 and 50-59 
groups was categorized as low, representing lower burnout than the normative 
sample. 
Gender. Genderwas presented to respondents dichotomously, 
representing music teachers who identified as male and music teachers who 
identified as female. In Table 11, I have included means and standard deviations 
for each gender group. Maslach, Jackson, and Leiter (1996) established norms 
for sex in two groups, which are presented in Table 12 for comparison. For the 
male group, mean EE was categorized as high, which was higher than the 
normative sample. For the female group, mean EE was categorized as 
moderate, similar to the normative sample. Mean Dp was categorized as 
moderate for both groups, similar to the normative sample. For the male group, 
mean PA was categorized as moderate, similar to the normative sample, and 
mean PA was categorized as low for the female group. This mean was higher 
than the normative sample, indicating lower burnout. 
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Table 9 
Music Teacher MBI Subscale Scores by Age 
Sub-
scale M 
~ 29 
SO Cat. 
30-39 
M SO Cat. 
Age (in Years) 
40-49 50-59 
M SO Cat. M SO Cat. M 
EE 29.50 8.57 High 25.47 7.17 Mod 30.50 15.41 High 30.00 14.66 High 10.50 
Dp 12.57 5.20 Mod 10.74 4.07 Mod 13.50 6.05 Mod 10.89 5.90 Mod 8.50 
PA 34.07 4.50 Mod 37.84 4.62 Low 35.13 8.31 Mod 39.11 8.25 Low 46.00 
<'::60 
so Cat. 
2.12 Low 
3.54 Low 
2.83 Low 
Table 10 
MBI Subscale Norms for Age 
Sub-
scale 
30 and Under 
M SO Cat. M 
Age (in Years) 
31 -40 41-50 51 and Over 
SO Cat. M SO Cat. M SO Cat. 
EE 23.86 11 .23 Mod 22.26 10.78 Mod 20.24 11 .06 Mod 17.96 10.93 Mod 
Dp 9.36 9.06 Mod 8.25 6.05 Mod 6.66 5.56 Mod 5.29 5.09 Low 
PA 35.91 6.58 Mod 37.26 6.63 Mod 38.19 7.67 Mod 38.41 6.90 Mod 
Table 11 
Music Teacher MBI Subscale Scores by Gender 
Gender 
Male Female 
Sub- M so Cat. M so Cat. 
scale 
EE 29.29 10.27 High 23.94 11.71 Mod 
Dp 12.11 5.55 Mod 11.53 3 .56 Mod 
PA 36.37 6.32 Mod 38.12 6.40 Low 
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Table 12 
MBI Subscale Norms for Sex 
Sex 
Male Female 
Sub- M so Cat. M so Cat. scale 
EE 19.86 10.47 Mod 20.99 10.66 Mod 
Dp 7.43 5.99 Mod 7.02 6.34 Mod 
PA 36.29 6.76 Mod 36.50 6.56 Mod 
Summary. With Research Question 1, I sought to examine South 
Carolina high school music teachers' burnout in relationship to selected 
demographic and environmental variables. To provide greater context for these 
relationships, I compared music teacher respondents' mean EE, mean Dp, and 
mean PA to normative samples (Maslach, Jackson, & Leiter, 1996). Mean EE for 
music teachers in the present study was categorized as high and was higher 
than normal. Music teachers' mean Dp in the present study was categorized as 
moderate, similar to mean Dp reported for the normative sample. Mean PA for 
music teachers in the present study was lower than mean PA reported for the 
normative sample, indicating a higher sense of personal accomplishment among 
music teachers who participated in the study. 
In the demographic questionnaire of the present study, participants 
responded to two items that were not included in Maslach, Jackson, and Leiter's 
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(1996) normative data. Those items were years of experience and itinerancy 
status. Across years of experience groups, mean EE was categorized as high, 
and mean Dp was categorized as moderate. Mean PA was categorized as 
moderate for those music teachers with 5 or fewer years of experience and those 
teachers with 6-10 years of experience. Mean PA was categorized as low for 
music teachers with 11 or more years of experience, a group that comprised 50% 
of music teacher respondents. It was not surprising to find that a group of 
experienced teachers should have a greater sense of personal accomplishment, 
and it seemed likely that lower than normal PA of all music teacher respondents 
might be attributed to this large demographic group. 
Music teacher respondents were fairly evenly distributed between itinerant 
and non-itinerant positions. Mean EE was higher for non-itinerant music 
teachers than for itinerant music teachers. Mean Dp was moderate and mean 
PA was low for both groups, similar to music teacher respondents overall. 
In the demographic questionnaire for the present study, three items were 
included that were similar to Maslach, Jackson, and Leiter's (1996) normative 
data. Those items were level of education, age, and gender.4 In general, 
findings were consistent with findings on music teachers overall: mean EE for 
various demographic groups was higher than normative samples, mean Dp for 
various demographic groups was similar to normative samples, and mean PA 
was higher than normative samples, indicating lower burnout. In a few 
4 Maslach, Jackson, and Leiter (1996) use the categorical label sex (p. 47). 
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demographic groups, there were exceptions to this general pattern. In the level 
of education demographic category, mean EE for music teachers with a 
Bachelor's degree plus 18 credits was categorized as moderate and was similar 
to that of the normative sample. Mean PA for the Master's degree plus 30 credits 
group was categorized as moderate and was also comparable to that of the 
normative sample. In the demographic category of age, mean EE was 
categorized as moderate for the 30-39 age group, and was similar to the 
' 
normative sample. Mean Dp for music teachers in the 50-59 age group was 
categorized as moderate, and was higher than that reported for the normative 
sample. For the 29 and under and 40-49 age groups, mean PA was categorized 
as moderate, and was comparable to the normative sample. 
Finally, findings with regard to gender were worthy of further description. 
In Maslach, Jackson, and Leiter's (1996) normative groups, mean EE, mean Dp, 
and mean PA were all categorized as moderate, suggesting no differences in 
burnout between males and females. In the present study, more music teachers 
who identified as male (67%) participated than did music teachers who identified 
as female (33%). Mean EE for males was categorized as high, and thus was 
higher than the normative sample, but was also higher than the mean EE for 
female participants in the present study. It seemed likely that higher than normal 
EE of all music teacher respondents could be attributed to the large group of 
music teachers who identified as male. 
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Second Research Question 
With Research Question 2, I sought to investigate South Carolina public 
high school music teachers' burnout by comparing music teachers' burnout with 
burnout of other subject area teachers. First, I have presented comparisons of 
music teacher burnout with the collective non-music teacher group's burnout. 
Then, I have presented discrete comparisons of music teacher burnout with that 
of each of the non-music teacher groups. Mean scores and standard deviations 
for each MBI subscale were calculated for each demographic group of English, 
math, social studies and science teachers: years of experience, level of 
education, age, itinerancy status, and gender, though comparisons by 
demographic variable with the music teacher group yielded redundant results. 
Categorical comparisons between music and non-music groups. In 
Table 13, I have presented means, standard deviations, and categorizations of 
burnout by subscale for groups of South Carolina high school English, math, 
science, and social studies teachers, in addition to music teachers. First, I 
considered English, math, science, and social studies teachers collectively, and I 
compared the non-music teachers' group means with the music teachers' group 
means. Mean EE was categorized as high for both groups, and mean Dp was 
categorized as moderate for both groups. Mean PA was categorized as low for 
both music and non-music teachers. 
Next, I considered each non-music teacher group discretely and 
compared each to the music teacher group. Mean Dp was categorized as 
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moderate for all teacher groups, and mean PA was categorized as moderate for 
math teachers, but the mean approached the low category. Across all other 
teacher groups mean PA was categorized as low. Therefore, differences in 
burnout between music and non-music teachers were only pronounced in the EE 
subscale. Mean EE for English teacher, science teacher, and music teacher 
groups was categorized as high, indicating similar emotional exhaustion among 
groups. Mean EE for math teacher and social studies teacher groups was 
categorized as moderate, whereas mean EE for the music teacher group was 
categorized as high, indicating greater emotional exhaustion for the music 
teacher group than for the math and social studies teacher groups. 
Categorical differences in mean EE observed between groups of teachers 
warranted further analysis. Therefore, mean EE was calculated for English, math, 
social studies, and science teachers by demographic variables used to address 
the first research question. Results were redundant with those already presented 
and yielded no new information with which to address the second research 
question. 
In the next chapter, a summary of results will be presented, and their 
limitations will be discussed. Conclusions will be drawn, based on comparisons 
of the present study to previous research, and implications for the profession as 
well as possibilities for further research will be suggested. 
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Table 13 
Categorized MBI-ES Scores for Music and Non-Music Teachers 
n M so Cat 
Emotional Exhaustion 
Science 67 29.99 11.61 High 
English 67 28.66 13.29 High 
Music 52 27.54 10.94 High 
Math 67 24.97 11.93 Moderate 
Social Studies 38 23.18 11.77 Moderate 
Non-Music Collectively 239 27.13 12.41 High 
Depersonalization 
Science 67 13.15 5.76 Moderate 
English 67 12.25 5.80 Moderate 
Social Studies 38 12.13 5.60 Moderate 
Music 52 11.60 5.00 Moderate 
Math 67 11.00 4.44 Moderate 
Non-Music Collectively 239 12.13 5.43 Moderate 
Personal Accomplishment 
Math 67 36.39 7.06 Low/Moderate 
Music 52 36.94 6.34 Low 
Science 67 38.33 6.38 Low 
Social Studies 38 38.66 6.65 Low 
English 67 39.36 6.65 Low 
Non-Music Collectively 239 38.13 6.75 Low 
Note. Unlike with EE and Dp (negative states) , higher PA results in lower burnout 
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Chapter 5: Summary and Discussion 
I established a need for the study of music teacher burnout by examining 
stressful conditions of teaching and arguing that marginalization of music in the 
public school curriculum may underlie music teachers' occupational stress. I also 
described the consequences of burnout including the high personal and 
professional costs to teachers, students, and school districts. Finally, I 
suggested that, due to conditions in South Carolina public schools, teachers 
might be particularly susceptible to burnout. The purpose of this study, therefore, 
was to contextualize South Carolina public high school music teachers' burnout 
by comparing music teachers' burnout with burnout of other subject area 
teachers, and by developing a multidimensional profile of music teachers' 
burnout. The research questions were: 
1 . What is the relationship between selected demographic and 
environmental variables, including years of teaching experience, level 
of education, itinerancy status, age, and gender, to South Carolina 
public high school music teachers' burnout? 
2. What is the relationship between burnout of South Carolina public high 
school music teachers and burnout of South Carolina high school 
teachers in other academic subject areas? 
A cross sectional design was selected to address these questions. The 
primary instrument for the study was the Maslach Burnout Inventory-Educators 
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Survey (MBI-ES), a 22-item questionnaire that produces three subscale scores: 
Emotional Exhaustion (EE), Depersonalization (Dp), and Personal . 
Accomplishment (PA). Internal consistency and factorial validity of the MBI-ES 
have been established in prior research (ct. Gold, 1984; Gold, Roth, Wright, 
Michael, & Chin-Vi, 1992; Iwanicki & Schwab, 1981). An eight-item 
questionnaire was designed to collect demographic data and was appended to 
the MBI-ES. 
The target population for this study was South Carolina high school music 
teachers, and a non-randomized sample (n = 205) was recruited. To address the 
second research question, a comparison sample (n = 1252) of South Carolina 
high school English, mathematics, science, and social studies was recruited. The 
MBI-ES and demographic questions were web-based and distributed by emailed 
links to both sample groups. After the two-week data collection period, there was 
an effective response rate of 25.37% for the primary sample and 19.09% for the 
comparison sample. The participant groups thus comprised 52 music teachers, 
67 English teachers, 67 mathematics teachers, 67 science teachers, and 38 
social studies teachers. 
The demographic questions were used to describe the two main 
participant groups on the following variables: years of experience, level of 
education, age, itinerancy status, and gender. Mean EE, mean Dp, and mean PA 
were calculated for each of the main participant groups, music teachers and non-
music teachers. Further, mean EE, mean Dp, and mean PA were calculated for 
131 
groups of English, mathematics, science, and social studies teachers. Finally, 
mean EE, mean Dp and mean PA were calculated for music teacher 
respondents and non-music teacher respondents in demographic groups: three 
years of experience groups, five level of education groups, four age groups, two 
itinerancy status groups, and two gender groups. 
Limitations 
Maslach, Jackson, and Leiter (1996) explained that EE, Dp, and PA 
scores from the MBI could be treated as aggregate data, and means and 
standard deviations could be calculated for groups and could then be compared 
to other response data, such as demographic information or results from other 
surveys. Although the original intention of the present study was to calculate 
such correlations, the response rate was too low to consider assumptions of 
group homogeneity and normal distribution. Consequently, all EE, Dp, and PA 
means were described as high, moderate, or low according to Maslach, Jackson, 
and Leiter's normative sample. Although the MBI authors found such description 
useful in some situations, differences in means were not tested empirically. Thus, 
the significance of differences between various groups remains unknown and 
limits findings and discussion for the present study. Further, because no 
randomization procedures were used to recruit the sample for this study, 
generalizations cannot be made to the population of interest. 
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Findings 
The majority of music teacher participants were late-career teachers with 
11 or more years of experience and a majority reported that they had earned a 
Master's degree. Approximately 50% of the music teacher respondents reported 
serving in more than one school building, and approximately 67% of this group 
identified as male. The majority of non-music teacher respondents also reported 
being late career teachers with 11 or more years of experience, and a majority 
reported that they had earned a Master's degree. Only 4% of n·on-music teacher 
respondents reported being employed in more than one school building, and 
approximately 76% of this group identified as female. Whereas the majority of 
music teacher participants were under 40 years of age, about half of the non-
music teacher respondents were over 40 years of age. 
Mean EE of both music and non-music teachers was categorized as high , 
and was higher than Maslach Jackson and Leiter's (1996) normative sample. 
Similar to the normative sample, mean Dp of both music and non-music teachers 
was categorized as moderate. Mean PA of both music and non-music teachers 
was categorized as low, which was lower than the normative sample. 
For music teachers, across years of experience groups, mean EE was 
categorized as high, and mean Dp was categorized as moderate, similar to 
music teachers and non-music teachers overall. Mean PA for music teachers 
with 11 or more years of experience was categorized as low, whereas mean 
burnout for groups of music teachers with fewer years of experience was 
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categorized as moderate. Mean EE for non-itinerant music teachers was 
categorized as high, whereas mean EE for itinerant music teachers was 
categorized as moderate. Similar to music teacher and non-music teacher 
respondents overall, mean Dp was moderate and mean PA was categorized as 
low for itinerant and non-itinerant groups. Maslach, Jackson, and Leiter (1996) 
did not include years of experience and itinerancy status in their normative data, 
so no comparisons could be made on these demographic variables to the 
sample. 
The demographic variables level of education, age, and gender, however, 
were similar to variables included in Maslach, Jackson, and Leiter's (1996) 
normative data. Across all level of education and age groups, mean EE was 
categorized as high and was higher than the normative sample, mean Dp was 
categorized as moderate and was similar to the normative sample, and mean PA 
was categorized as low and was lower than the normative sample. Mean EE of 
males was categorized as high and was higher mean EE of males from the 
normative sample. Mean EE of females was categorized as moderate, and was 
similar to the normative sample. Mean Dp of both males and females was 
categorized as moderate and was similar to the normative sample. 
The non-music teacher respondents were considered discretely in 
English, mathematics, science, and social studies groups. Across all teacher 
groups, mean Dp was categorized as moderate and mean PA was categorized 
as low. Mean EE for English teachers and science teachers was categorized as 
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high, and was higher than Maslach, Jackson, and Leiter's (1996) normative 
sample. Mean EE for mathematics teachers and social studies teachers was 
categorized as moderate and was similar to the normative sample. 
Discussion of Findings 
Emotional Exhaustion. Mean EE for the music teacher response group 
was categorically greater than mean EE for Maslach, Jackson, and Leiter's 
(1996) normative sample, and the same was true for the non-music teacher 
response group. Given this apparent homogeneity of the two response groups, it 
would be unreasonable to discuss any unique attributes of South Carolina music 
teachers' emotional exhaustion. If these findings could be generalized, however, 
high emotional exhaustion would be a concern for all South Carolina high school 
teachers. South Carolina teachers have indicated that they lack planning time 
and lack professional development for working with special learners (Hirsch, 
2005), which may lea~ to stress for some teachers. Further, the South Carolina 
Department of Education (2012) reported a high level of childhood poverty in the 
state, which has been correlated to low student achievement on standardized 
tests (Orfield & Lee, 2005). Previous research has suggested that teaching 
greater numbers of low achieving students may result in emotional exhaustion 
(llagan, 201 0). Moreover, teacher accountability associated with students' 
standardized test scores has been linked to teachers' role conflict and reduced 
self-efficacy, which have been, in turn, linked to burnout (Berryhill, Linney, & 
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Fromewick, 2009). Additional research would be needed to determine whether 
the sources of South Carolina teachers' stress highlighted in prior research were 
applicable to this study's respondents. 
Personal Accomplishment. Mean PA for the music teacher response 
group was categorically lower than mean PA for Maslach, Jackson, and Leiter's 
(1996) normative sample, and the same was true for the non-music teacher 
response group. Again, given the apparent homogeneity of the response groups, 
it would be unreasonable to infer that South Carolina music teachers' sense of 
professional accomplishment was in some way unique. However, if these 
findings could be generalized, it might be surmised that, although South Carolina 
high school teachers were emotionally exhausted, they also had a strong sense 
of personal accomplishment. Mclain's (2005) findings about music teachers and 
burnout were similar. 
Gender and Emotional Exhaustion. Mean EE for male music teachers 
was categorized as high, whereas mean EE for female music teachers was 
categorized as moderate. In Maslach, Jackson and Leiter's (1996) normative 
sample, mean EE for both male and female music teachers was categorized as 
moderate. Similarly, in a 2010 meta-analysis of 183 studies investigating gender 
differences in burnout, Purvanova and Muros concluded that though women 
were "slightly more emotionally exhausted than men ... and men [were] somewhat 
more depersonalized than women ... effects were small" (p. 168). Thus, in light of 
previous findings, it was expected that there would be no difference in mean EE 
136 
between male and female music teachers. If this finding could be generalized to 
South Carolina music teachers, it would indicate that further research would be 
warranted into factors that might impact males' emotional exhaustion differently 
than females' emotional exhaustion. 
ltinerancy and Emotional Exhaustion. Based on data from the 1999-
2000 Schools and Staffing Survey (SASS) and the 2000-2001 Teacher Followup 
Survey (TFS), Gardner (201 0) reported that 22.4% of music teachers in the 
United States were itinerant whereas only 2.4% of Other teachers were itinerant. 
Both Gardner and Kreuger (2000) provided some evidence that music teachers' 
itinerancy could lead to job dissatisfaction. Thus, it seemed unfortunate that the 
influence of itinerancy on music teacher burnout had been given scant attention 
in the research literature. 
In the present study, there were relatively equal numbers of music teacher 
respondents who held itinerant positions and music teacher respondents whose 
position was in one school building. Mean EE for itinerant music teachers was 
categorized as moderate, whereas mean EE for non-itinerant teachers was 
categorized as high. This finding was unanticipated in light of previous research 
on music teachers' itinerancy and job satisfaction. 
In a study of Australian music teachers' itinerancy, Roulston (1998) 
reported that "the quantity of descriptions provided by survey respondents 
regarding the negative aspects of itinerant teaching was almost double that 
provided about positive aspects" (p. 7). In addition to several negative aspects, 
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Roulston specifically noted that itinerant positions could sometimes allow music 
teachers to avoid difficult situations as well as non-teaching duties such as 
playground duties. Given that "the main sources of stress experienced by a 
particular teacher will be unique to him or her and will depend on the precise 
complex interaction between their personality, values, skills and circumstances" 
(Kyriacou, 2001, p. 30), it seems reasonable to suggest that though itinerancy 
may be a stressful circumstance for some music teachers, it may not be stressful 
for all music teachers. Consequently, itinerancy may have no direct connection to 
EE, Dp, or PA; however, the connection between itinerancy and variables such 
as role conflict and work overload should be investigated further. 
Limitations of the MBI for Use with Teachers 
In the course of conducting this study, I grew more familiar with prior 
research on burnout as well as with use of the MBI-ES. As I became familiar 
with construct validity studies, several issues appeared to limit the usefulness of 
the MBI-ES. Broadly, those issues concern the empirical basis for burnout, the 
relationship of stress to burnout, and use of the MBI-ES alone. 
Many exploratory factor-analytic (EFA) and confirmatory factor-analytic 
(CFA) studies of the MBI-HSS and MBI-ES have been conducted, and in 2008, 
Worley, Vassar, Wheeler, and Barnes published a meta-analysis of 45 such 
studies. The researchers concluded that "something more complex [than the 
commonly accepted three-factor model] was going on with the structure of 
burnout as measured by the MBI" (p. 819), thus calling into question whether 
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teacher burnout can be interpreted in terms of emotional exhaustion, 
depersonalization, and reduced personal accomplishment. If these factors are 
not independent, or if there is a higher-order factor involved, then, on a large 
scale, current understanding of how environmental stressors and personal traits 
linked to EE, Dp, or PA may be flawed. Having a reliable empirical basis for 
burnout is essential for researchers who wish to recommend changes to 
education practice on the basis of large-scale studies. 
Maslach, Jackson, and Leiter (1996) directed that item scores should be 
summed to produce subscale scores, thus indicating that Emotional Exhaustion, 
Depersonalization, and Personal Accomplishment occur by degree. However, 
test authors furnished no empirical evidence of changes in EE, Dp, or PA by 
degree. It remains unknown, for example, what signs a school administrator 
might see to differentiate between a teacher whose EE score is 26 and a teacher 
whose EE score is 25. Further, any given teacher would have not one, but three 
subscale scores. What combination of scores would warrant intervention? At 
what degree would a teacher's burnout jeopardize effective education of 
students? In response to critique about diagnostic use of the MBI, the test 
authors established cut-off points of low, moderate, and high scores on each 
scale; however the cut-off points appear to have been established arbitrarily, 
without empirical support. Without empirical evidence, diagnosis of an individual 
teacher's burnout with the MBI-ES seems pointless. Still, impact of burnout on a 
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teacher's health and on students' academic well-being are well understood. 
Having some means tor diagnosis of and intervention in teachers' burnout at the 
level of the school seems necessary. 
The MBI-ES, along with most other burnout measures, is designed as a 
self-report of an individual's feelings, and not as a report about the work 
environment. Thus, interpretation of subscale scores otters no insight into 
sources of burnout. Maslach, Jackson, and Leiter (1996) have recommended 
that other validated measures, such as the Teacher Stress Inventory (TSI), may 
be used alongside the MBI in large-scale studies, and regression analyses can 
then determine which sources of stress best predict EE, Dp, or PA. The test 
authors' recommendation has two implications. First, to otter a full picture of 
teachers' burnout in the work environment, the MBI-ES must not be used alone. 
Second, because regression analyses can only be conducted on a large scale, it 
might not be possible to evaluate sources of teachers' burnout at the school or 
school district level reliably. The latter implication seems particularly important if 
an education researcher or school administrator wants to understand, tor 
example, the potential sources of burnout for music teachers in contrast to 
mathematics teachers, or the potential sources of burnout in a rural school 
environment in contrast to an urban school environment. 
Burnout typically occurs when an individual experiences stress and his or 
her coping mechanisms are maladaptive over time. As Byrne (1994) noted, in 
the process of building an empirical basis tor burnout, analyses related to the 
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MBI have not taken individual coping mechanisms into account. Consequently, 
causal paths from stressors such as classroom environment or teacher decision 
making to emotional exhaustion appear significant in the aggregate, but those 
stressors may be irrelevant to an individual. Considering a transactional model of 
stress, there might be too much individual variation in coping to control 
statistically. This calls into question whether administering the MBI-ES is useful 
on a local level. Results might mislead school administrators into making 
environmental changes that are unwarranted for individual teachers. It might be 
preferable for school administrators to have an instrument that could help them 
understand how individual teachers are coping with potentially stressful working 
conditions. 
Recommendations for Further Research 
Since the concept was introduced into research literature in the 1970s, 
thousands of articles, books, and chapters have been dedicated to the subject of 
burnout. It seems likely that researchers will continue to examine burnout in 
various populations, and that many will continue to use the Maslach Burnout 
Inventory. I recommend researchers continue factor validity studies of the MBI, 
focus on teacher stress rather than burnout at the local level, and work toward 
developing practical instruments that can be can used for the assessment of 
teacher stress at the school or district level. 
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Further MBI factor validity studies. Maslach and colleagues created 
the MBI-ES to be used in both large scale and local studies related to the 
teaching profession, but questions surround the factor validity of the MBI-ES. As 
indicated by the Worley et al. (2008) meta-analysis, further factor analysis is 
needed to investigate the possibility of a higher order factor of burnout, as well as 
to clarify various correlations that have been found between emotional 
exhaustion, depersonalization, and personal accomplishment as measured by 
the MBI. Unambiguous definitions of burnout and its underlying structures are 
key to continued research on teacher burnout, on either a broad or local scale. 
Investigating teacher stress. In the present study, results appeared to 
indicate that responding South Carolina English, mathematics, music, science 
and social studies teachers had relatively equivalent burnout. Although I 
acknowledge that a different profile might have resulted if there had been a 
greater participant response rate, the homogeneity among my participants was 
similar to results of prior research (Hamann, 1989; Hodge Jupp & Taylor, 1994). 
Were I a school administrator, I would be able to make few recommendations for 
changes to a school or school district environment on the basis of study results. 
Where localized results are desired, then, use of the MBI should be in question. 
Consequently, I recommend that further research on a local level should be 
conducted relative to teachers' stress, rather than to teachers' burnout. A valid 
and reliable instrument is needed to help those at the school district and 
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department level understand sources of stress in the teaching environment, 
manifestations of stress in teachers' lives, and the extent of teachers' coping 
resources. 
The Teacher Stress Inventory (TSI; Fimian, 1984) is designed to assess 
sources and manifestations of teacher stress. The instrument is no longer in 
print, and its stress sources may be outdated, especially in terms of 
contemporary accountability policies. The Classroom Assessment of Resources 
and Demands (CARD; Lambert, McCarthy, & Abbott-Shim, 2001) may better 
account for stressors associated with contemporary schooling, along with 
teachers' perceptions of support provided by the school to assist their coping. 
However, in 2009, Lambert, McCarthy, O'Donnell, and Wang indicated that 
existing research using CARD still provided no clarity about intervention for 
teachers. In light of potentially stressful conditions for teachers in South Carolina 
high schools, including work with large numbers of low-achieving students, high 
stakes testirig, and accountability policies, reliable and valid tools are necessary 
to determine when intervention is necessary to protect a teacher's health and 
well-being. Such diagnostic tools also might be useful in establishing a program 
to educate teachers about sources and signs of stress, and subsequently guiding 
teachers to resources that could be useful for reducing stress or strengthening 
coping. 
Music teacher stress. If further research results in an instrument that 
can be used to measure sources of teachers' stress, manifestations of teachers' 
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stress, and coping resources of individual teachers, then a next step in research 
should be to create and validate several forms of that instrument, each form 
aimed at accounting for sources of stress that may be unique to a specific 
academic subject area. Findings from the present study, for example, suggest 
that more needs to be known about how gender is related to music teacher 
stress. Puranova and Muros (201 0) observed that gender-atypical employment 
was potentially stressful. Because music historically has been considered 
feminine (Koza, 2003), males' employment in music might be gender-atypical, 
and therefore might be stressful. If such conditions could be validated, then 
gender-atypical teaching might be included as one source of stress in a music 
teacher stress inventory. Findings from the present study also suggest that more 
needs to be known about how perceptions of itinerancy may be stressful to music 
teachers. It seems likely, given the high incidence of itinerant music teaching, 
that itinerancy would be included on the form of a teacher stress inventory 
intended for music teachers. Finally, as proposed earlier in this dissertation, 
marginalization may underlie music teachers' occupational stress. Therefore, 
forms of a teacher stress inventory could address teacher perceptions of collegial 
and administrative support, status in terms of scheduling and allocation of 
resources, and job security. 
Music teaching, like all teaching, can be stressful. Teachers in particularly 
demanding work environments whose coping resources are minimal may, over 
time, experience burnout. Because a music teacher's burnout impacts his or her 
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personal health, relationships with students and colleagues, and ultimately the 
quality of music learning in the classroom, it is essential that teachers and school 
administrators stay informed about stress and burnout. To keep educators 
informed, in turn, requires researchers continued effort to define burnout and its 
underlying structures clearly. Further, there is need for researchers to develop 
reliable and valid tools that have practical value for measuring teachers' stress 
on a school or district level. Such tools could provide school administrators with 
data that would help them effectively target interventions, minimize stressful 
environmental conditions, and provide resources so that teachers can maximize 
coping. Thus, these efforts hold promise of improving the integrity of research in 
this vein along with improving the quality of music education in classrooms. 
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Appendix A: Demographics Questionnaire 
1 Do you teach full-time (1.0) as a classroom teacher . ~ ·-.... ,_ 
.I Full-time 
or part-time? ....... ,. 
---
! Part-time (If you teach PART-TIME you may end your participation at ·- -· 
this point) 
2 Do you deliver instruction in a classroom or in a --
'· _) Classroom 
non-traditional setting ? 
-
I 
-· ·' Non-traditional (e.g. on-line classes, virtual classes, Nova Net, etc.) 
3 What is your primary teaching area? (_) Music 
(If you select OTHER, you may end your participation ---
"_.' Mathematics 
at this point) -
(_) Social Studies/History 
Science 
.. -. 
' 
;I English 
--
·-.. 
',_) OTHER 
4 Please select your years of experience as a full- () s 5 years 
time certified classroom teacher of the subject ... -
area you indicated in the previous question. '-.,,_...' 6-1 0 years 
(=-) 11 or more 
5 Please select your current level of education I --
_, BA 
t ~.! BA +18 
MA 
, .. - ... 
I 
-___ : MA +30 
-( I Doctorate '· ......... 
6 Are there days you are scheduled to teach in more /-' 
'._) Yes 
than one building? -
(Select YES if there is even one day you are required to 
.-_' No 
move between buildings to teach your classes) 
7 What is your current age? -I :_) s 29 years 
,-
•:_) 30-39 years 
( _} 40-49 years 
50-59 years 
--
I 
_) >59 years 
8 Please select your gender -I 
_! Male 
-
f 
_: Female 
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Appendix B: E-mail Communications 
Initial e-mail contact (by the researcher). 
One week prior to the delivery of the survey instrument. 
Email Subject: Fellow SC teacher conducting research 
Dear [teacher name]: 
My name is Erick Figueras. I am a fellow teacher here in South Carolina 
(Florence School District One) as well as a Boston University doctoral candidate. 
I am conducting research about teacher experiences in the classroom and would 
appreciate your participating in a short survey. Your participation would be 
greatly appreciated. 
St. Jude Children's Hospital will receive a dollar for every completed survey 
submitted by SC teachers. 
Your participation in this research is strictly voluntary. No sensitive personal 
information will be asked for on the survey. Teachers will simply be asked to 
select choices that best reflect their experiences in the classroom. No one will 
ever be able to tell how you responded to any question. Participation in the 
survey can neither benefit you nor put you at serious risk. 
Teachers are encouraged to complete the survey during personal time. 
In exactly one week you will receive a message from me with a link to the 
survey. The survey will only take between 5 and 10 minutes to complete. 
Thank you! 
Sincerely, 
Erick J. Figueras (figueras@bu.edu) 
Doctoral Candidate, Boston University 
Teacher, Florence School District One 
147 
Second e-mail contact (by the researcher). 
The day of the delivery of the survey instrument. 
Email Subject: Fellow SC teacher conducting research 
Dear [teacher name]: 
My name is Erick Figueras. I am a fellow teacher here in South Carolina 
(Florence School District One) as well as a Boston University doctoral candidate. 
I emailed you around one week ago informing you about my study. I am 
conducting research about teacher experiences in the classroom and would 
appreciate your participating in a short survey. Your participation would be 
greatly appreciated. 
St. Jude Children's Hospital will receive a dollar for every completed survey 
submitted by SC teachers. 
Your participation in this research is strictly voluntary. No sensitive personal 
information will be asked for on the survey. Teachers will simply be asked to 
select choices that best reflect their experiences in the classroom. No one will 
ever be able to tell how you responded to any question. Participation in the 
survey can neither benefit you nor put you at serious risk. 
Teachers are encouraged to complete the survey during personal time. 
Later today you will receive a message from me with a link to the survey. The 
survey will only take between 5 and 10 minutes to complete. 
Thank you! 
Sincerely, 
Erick J. Figueras (figueras@bu.edu) 
Doctoral Candidate, Boston University 
Teacher, Florence School District One 
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Third e-mail contact (by the researcher) 
The delivery of the survey instrument link 
Email Subject: SC Teacher Experiences (survey link) 
Dear [teacher name]: 
My name is Erick Figueras. I am a fellow teacher here in South Carolina 
(Florence School District One) as well as a Boston University doctoral candidate. 
In my previous e-mails I invited you to participate in a study of teacher 
experiences. 
The following is the link to the web-based survey: LINK PASTED HERE 
St. Jude Children's Hospital will receive a dollar for every completed survey 
submitted by SC teachers. 
Your participation in this research is strictly voluntary. No sensitive personal 
information will be asked for on the survey. Teachers will simply be asked to 
select choices that best reflect their experiences in the classroom. No one will 
ever be able to tell how you responded to any question. Participation in the 
survey can neither benefit you nor put you at serious risk. 
Teachers are encouraged to complete the survey during personal time. 
Thank you in advance for participating in this important research undertaken by a 
fellow teacher! 
Sincerely, 
Erick J. Figueras (figueras@bu.edu) 
Doctoral Candidate, Boston University 
Teacher, Florence School District One 
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Fourth and final e-mail contact (by the researcher). 
One week after the delivery of the survey instrument. 
Email Subject: FINAL REMINDER, Fellow SC teacher conducting research 
Dear [teacher name]: 
My name is Erick Figueras. A few weeks ago I informed you that you were 
selected to participate in a teacher experiences survey. I am a fellow teacher 
here in South Carolina (Florence School District One) as well as a Boston 
University doctoral candidate. 
One week ago you received a message from me containing a link to the survey. 
For your convenience the link is included here: PASTE LINK HERE 
St. Jude Children's Hospital will receive a dollar for every completed survey 
submitted by SC teachers. 
Your participation in this research is strictly voluntary. No sensitive personal 
information will be asked for on the survey. Teachers will simply be asked to 
select choices that best reflect their experiences in the classroom. No one will 
ever be able to tell how you responded to any question. Participation in the 
survey can neither benefit you nor put you at serious risk. 
Teachers are encouraged to complete the survey during personal time. 
Thank you in advance for participating in this important research undertaken by a 
fellow teacher! 
Sincerely, 
Erick J. Figueras (figueras@bu.edu) 
Doctoral Candidate, Boston University 
Teacher, Florence School District One 
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Appendix C: Consent Language Included As Part of Survey 
"The purpose of this research study is to learn more about how teachers experience workplace 
stress. The results may help to justify programs to help teachers minimize stress. This doctoral 
dissertation research is being undertaken by Erick Figueras, a fellow South Carolina teacher 
(Florence School District One). 
Your participation is completely voluntary and all responses you submit will be anonymous and 
confidential (no one will ever be able to tell which answers you provided). The survey will take 
between 5 and 10 minutes to complete and you may stop at any time. 
If you have any questions or concerns please feel free to contact me (Erick Figueras) at 
figueras@bu.edu or my dissertation advisor, Dr. Ronald Kos, at rkos@bu.edu. 
You may also obtain further information about your rights as a research subject by calling the BU 
CRC IRB Office at 617-358-6115." 
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Appendix 0: Maslach Burnout Inventory Publisher Permission 
For use by Erick Figueras only. Received from Mind Garden, Inc. on October 25, 2011 
-~  m~nd garden 
www. mindgarden.com 
To whom it may concern. 
This letter is to grant pern1ission for the above named person to use the following copy1igbt 
material; 
Instrument: ll-fa.~lm:h Burnout Inventory, Form~·: Getteral Surl'ey, Human Services Survey & 
Educators Survey 
Authors 
l\.fBI -General Survey: Wilmar B. Schaufeli , Michael P. Leiter, Christina Maslacb & Sus<m E. 
Jackson 
MBI-Human Services Survey: Christina Maslach & Susan E. Jackson 
MEl-Educators Survey: Christina Maslacb, Susan E. Jackson & Richard L. Schwab 
Copyright: Copyright© .1986 by ('J>P, Inc. All right.\· reserved ill ullmediums. 
for his/her thesis research. 
Three sample items from a single fonn of this instrument may be reproduced for inclusion in a 
proposal, thesis, or dissertation. 
The entire instrument may not be included or reproduced at any time in any other published 
material. 
Sincerely. 
Robert Most 
Mind Garden, Inc. 
www.mind.garden.com 
Copyright © 1986 by CPP, Inc. All rights reserved in all mediums. 
Published by Mind Garden, Inc., www.mindgarden.com 
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